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ABSTRACT 
 
 
 
IMAGINING THE TURKISH MEN AND WOMEN: 
NATIONALISM, MODERNISM AND MILITARISM IN PRIMARY SCHOOL 
TEXTBOOKS, 1928-2000 
Kancı, Tuba 
PhD, Political Science 
Supervisor: Assoc. Prof. Dr. Ayşe Kadıoğlu 
Fall 2007, x + 373 pages 
 
 
 
By focusing on public education in general and textbooks in particular, this 
dissertation aims to provide insight into the formation and successive reconfigurations 
of national identity in Turkey. The research draws upon the primary school textbooks 
used in Turkey from 1928 to 2000. It analyzes the frameworks within which attempts 
have been made to (re)formulate the identities of the people, and seeks answers to the 
question of how the nation is ‘imagined.’ It is argued that public education is both one 
of the means and the loci used for imagining the national self, and that these imaginings, 
reflected in the textbooks, employ the discourses of nationalism, modernization and 
militarism interdependently, setting the boundaries of the national self in specific ways.  
As the transmitters of officially organized knowledge, textbooks are among the 
sources that can be studied in analyzing the political and social order, as well as the 
formation of the body-politic and selves. Thus, by concentrating on gender as the main 
axis of the research, this dissertation carries out discourse analysis of the textbooks used 
in primary education, which, by virtue of being compulsory, reflect mass education in 
Turkey. The research covers a lengthened period of time so as to uncover the shifting 
boundaries of national identity, the formulation of which was attempted through 
education. As textbooks are analyzed with respect to the discourses of nationalism, 
modernization and militarization, the ways these discourses design and delimit the 
imaginings of the national self are uncovered along with the dependencies between 
them.  
 
 
Keywords: national identity, education, nationalism, modernization, militarism 
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ÖZET 
 
TÜRK ERKEĞİ VE KADININI HAYAL ETMEK: 
İLKOKUL DERS KİTAPLARINDA MİLLİYETÇİLİK, MODERNLİK VE 
MİLİTARİZM, 1928-2000 
Kancı, Tuba 
Doktora, Siyaset Bilimi 
Danışman: Doç. Dr. Ayşe Kadıoğlu 
Güz 2007, x + 373 sayfa 
 
 
 
Bu doktora tezi temelde örgün eğitim ve özelde de ders kitaplarının analizine 
odaklanarak, milli kimliğin kurgulanma ve yeniden biçimlendirilme süreçlerini 
aydınlatmayı amaçlamaktadır. Araştırma, Türkiye’de 1928’den 2000’e kadar kullanılan 
ilkokul ders kitaplarının incelenmesine dayanarak, kimliklerin hangi çerçeveler içinde 
tasarlandığını incelemekte ve ulusun nasıl hayal edildiği sorusuna cevap aramaktadır. 
Örgün eğitimin, milli benliğin şekillendiği ve kimliklerin yeniden üretiminin sağlandığı 
temel araç ve alanlardan biri olduğu, ayrıca bu yeniden üretimin ders kitaplarına 
milliyetçilik, modernleşme ve militarizm söylemleri eksenlerinde yansıdığı, ders 
kitaplarına yansıyan bu milli kimlik kurgularının da bu söz konusu eksenler bağlamında 
belirlendiği ileri sürülmektedir. 
İlköğretim, zorunlu ve kamusal niteliği dolayısıyla, kitleler üzerinde belirleyici 
etkiye sahiptir. Ders kitapları resmi olarak düzenlenmiş söylemlerin taşıyıcıları olarak, 
birey ve toplulukların, ayrıca siyasal ve sosyal düzenin nasıl biçimlendiğini ve yeniden 
üretildiğini analiz etmek için kullanılabilecek kaynaklardan biridir. Bu noktalardan 
bakıldığında, bu tezin ilköğretimde kullanılan ders kitaplarını, söylem analizine 
dayanarak incelediğini söyleyebiliriz. Toplumsal cinsiyet bu araştırmanın ana ekseni 
olarak belirlenmiştir. Araştırma örgün eğitim üzerinden oluşturulmaya çalışılan milli 
kimliğin zaman içinde değişen ve keskinleşen sınırlarını ortaya çıkarmak için geniş bir 
zaman dilimini kapsamaktadır. Ders kitapları milliyetçilik, modernleşme ve militarizm 
söylemleri ve bu söylemlerin birbirleriyle nasıl ilişkilendirildiği üzerinden analiz 
edilirken, tüm bu söz konusu söylem ve ilişkilerin milli kimlik kurgularını nasıl 
sınırlandırdığı incelenmektedir. 
 
 
Anahtar sözcükler: milli kimlik, eğitim, milliyetçilik, modernleşme, militarizm 
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CHAPTER 1 
 
 
INTRODUCTION 
 
 
 
 
 Over the last several years, Turkey has been subject to reform measures 
directed at the democratization of its laws and polity, as well as the European Union 
(EU) integration process. At the same time, increasing reactions to such measures, and 
to the EU integration process, coupled with the radical rise of a ‘banal nationalism’ in 
everyday-life have been witnessed. Most recently, a group of high school students in 
Kırşehir, a city in central Anatolia, replicated the national flag, painting a white cloth 
with their own blood, and sent it to the military High Commander with a note indicating 
that they wanted to be martyrs as their ancestors had.1 This study, focusing on public 
education in general and textbooks in particular, is an attempt to make such 
developments intelligible through the analysis of the formation and successive 
reconfigurations of the national identity in Turkey. It aims to provide a background for 
understanding the present, and offer explanations for the established ‘dependencies’ 
between public education, nationalism, modernization, and militarism by analyzing the 
textbooks used in primary public education in Turkey. Using Eugene Weber’s words, it 
can be regarded as an attempt at “putting some flesh on the bare bones of general facts 
that we know already in a general way.”2  
 Textbooks are one of the sources that can be used to analyze the political and 
social order, as well as the formation of the body-politic and selves. Other sources 
include the writings of intellectuals, the declarations of intent and speeches of the ruling 
                                                 
1
 See “Kanlarıyla Bayrak Yapan Gençler Konuştu,” Vatan, 14 January 2008, 
<http://w9.gazetevatan.com/haberdetay.asp?tarih=14.01.2008&Newsid=156746&Categoryid=1> (17 
January 2008); “Bayrağı Yapan Gençler: Gözümüzden Yaş Akmadı,” Sabah, 14 January 2008, 
<http://www.sabah.com.tr/2008/01/14//haber, E8DB8381255E4C8A8553A28D6CEBD365.html> (17 
January 2008). 
2
 Eugene Weber, Peasants into Frenchmen: the Modernization of Rural France, 1870-1914 (Stanford: 
Stanford University Press, 1976), xv. 
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elite, administrative, parliamentary, and/or judicial policies, laws and documents, 
literary and/or popular genres and works, and the media. Public mass education, a 
mechanism for political socialization, social legitimation, as well as the disciplining of  
populations, has been used worldwide as an instrument for creating social change and 
realizing the process of nation-building.3 It has historically been state-sponsored and 
regulated. National curricula and textbooks, as the transmitters of selected and 
organized knowledge, are the result of these state-imposed guidelines.4 In countries 
such as Turkey, where state-centric curriculum development and textbook production or 
authorization is the practice, textbooks are the major carriers of the state’s discourses. 
Primary school textbooks, in particular, are materials that are read by most of the 
population. This is because of the mass character of primary public education and the 
fact that their internalization is required for succeeding and graduating.5 Although 
public education, in general, and textbooks, in particular, can neither be regarded as the 
main source of modern Turkey, nor as the main reason behind the recent developments 
in the country, they are nevertheless influential elements.6  
 It is argued in this study that public education is both one of the means and the 
loci used for the imaging of the national self in Turkey, and that these imaginings, 
                                                 
3
 Weber, Peasants into Frenchmen; Ernest Gellner, Nations and Nationalism (Oxford: Basil Blackwell, 
1983); Benedict Anderson, Imagined Communities: Reflections on the Origins and Spread of 
Nationalism, Revised ed. (London, New York: Verso, 1991); Michel Foucault, Discipline and Punish: 
The Birth of Prison, trans. Alan Sheridan (London, New York: Penguin Books, 1991). For further 
references, please see the next chapter. 
4
 See, for example, Michael Young, ed., Knowledge and Control: New Direction in the Sociology of 
Education (London: Collier MacMillan, 1971); Ivor Goodson, The Making of Curriculum: Essays in the 
Social History of Schooling (London: Falmer Press, 1987); Ivor Goodson, ed., International Perspectives 
in Curriculum History (London, Sydney, Wolfeboro: Croom Helm, 1987); John W. Meyer, et.al., eds., 
School Knowledge for the Masses: World Models and National Primary Curricular Categories in the 
Twentieth Century (Washington D.C., London: Falmer Press 1992); Thomas S. Popkewitz and Marie 
Brennan, Foucault’s Challenge: Discourse, Knowledge, and Power in Education, ed. Popkewitz and 
Brennan (New York, London: Teachers College Press, 1998); Stephen J. Ball, ed., Foucault and 
Education, Disciplines and Knowledge (London, New York: Routledge, 1990). 
5
 However, it should be noted here that the research does not focus on the reception of the material in the 
textbooks. 
6
 Education has been widely regarded as one of the central mechanisms of the making of modern Turkey. 
See Cumhurbaşkanları, Başbakanlar ve Milli Eğitim Bakanlarının Milli Eğitimle İlgili Söylev ve 
Demeçleri (Ankara: Milli Eğitim Basımevi, 1946); İlhan Başgöz and Howard Wilson, Educational 
Problems in Turkey, 1920-1940 (Bloomington: Indiana University, 1968), Fatma Gök, ed., 75 Yılda 
Eğitim (İstanbul: Tarih Vakfı, 1999), Füsun Üstel, “Makbul Vatandaş”ın Peşinde: II. Meşrutiyet’ten 
Bugüne Vatandaşlık Eğitimi (İstanbul: İletişim Yayınları, 2004); Ayşe Gül Altınay, The Myth of the 
Military-Nation: Militarism, Gender, and Education in Turkey (New York: Palgrave Macmillan, 2004); 
Sam Kaplan, The Pedagogical State: Education and Politics of National Culture in Post-1980 Turkey 
(Stanford: Stanford University Press, 2006); İsmail Kaplan, Türkiye'de Milli Eğitim İdeolojisi ve Siyasal 
Toplumsallaşma Üzerindeki Etkisi (İstanbul: İletişim Yayınları, 1999). 
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reflected in the textbooks, employ the discourses of nationalism, modernization and 
militarism interdependently, setting the boundaries of the national self in specific ways. 
The research, by looking at the primary school textbooks used from 1928 to 2000, seeks 
answers to the question of how the nation is ‘imagined,’ and tries to determine the 
frameworks in which the formulation of the identities of the people has been attempted.7 
As textbooks are analyzed with respect to the discourses of nationalism, modernization 
and militarization, the ways these discourses design and delimit the imaginings of the 
national self are uncovered along with the dependencies between them.  
The dependencies between nationalism, modernization and militarism, in addition 
to the interlinked usage of these discourses in the imaginings of the national self are not 
unique to Turkey. They can be seen throughout the world, e.g., nineteenth and early-
twentieth-century-Europe. Especially in Germany, such dependencies were established 
in the early days of nation-state building, and were strengthened over the years, 
reaching a zenith in the 1930s. Although Germany has been one of the prime examples 
where the imaginings of the national self were closely structured by an ultra-nationalist 
and militarist discourse, which at the same time pervaded public education, the post-
Second World War period witnessed the successful undoing of these dependencies, 
especially in the place of education and textbooks.8 The unveiling of such dependencies 
and the delimitations they brought to the imaginings of the national self is indeed a step 
in undoing these dependencies. 
 
 
1.1. Methodological Focus, Research Questions and Delimitations of the Research 
 
 
 In order to provide a multilayered analysis of national identity formation from the 
angle of the discourses of nationalism, modernization and militarism, this study 
conducts a discourse analysis of the textbooks used in primary public education in 
Turkey between the years 1928-2000.  The research focuses on the textbooks used in 
primary public education because primary education by virtue of being compulsory 
                                                 
7
 For the definition of nation as “an imagined community,” see Anderson, Imagined Communities. 
8
 See Yasemin Nuhoğlu Soysal, “Identity and Transnationalization in German School Textbooks,” in 
Censoring History: Citizenship and Memory in Japan, Germany and the United States, ed. Laura Hein 
and Mark Seldan (New York, London: M. E. Sharpe Inc, 2000), 127-149. 
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reflects mass education in Turkey. The analysis begins with the early formative years of 
the Republic, the year 1928 being significant because of the change in the alphabet. The 
main focus of the research is on “how” rather than “when” the national self and the 
nation are imagined. Nation-building is taken to be a process that requires rounds of 
restructuring rather than as a one-time event, and national identity is regarded as 
evolving within time.9 The research, by focusing on a lengthened period of time, 
involves seeking the shifting, as well as unchanging boundaries of the imagined national 
identity, the formulation of which was attempted through public mass education in 
Turkey. The question of “when” is taken into consideration with respect to the shifts 
and transformations in the discourses of nationalism, modernization and militarism, 
which are reflected in the imaginings of national identity. Gender is taken into account 
throughout the research as the major axis of the analysis.  
 The term discourse is used in this study in a broader context than either its 
dictionary meaning or the meaning it acquired with the “linguistic turn” in the academic 
world of the 1950s and 1960s. The dictionary meaning of the term refers to 
conversation, talk; spoken or written treatment of a subject; communication of thought 
by speech; or the faculty of reasoning.10 The “linguistic turn,” based on the Saussurian 
model of language, led to a deep impetus in social science, the effect of which has been 
felt for decades. In this intellectual “turn,” the text was reinterpreted as text; schools of 
literary and cultural theory, as well as philosophy, concentrated on text as “the object of 
the study,” and became engaged with it “on its own terms rather than as something to be 
explained with reference to external factors.”11 Textuality was emphasized, and 
discourse was treated “simply as the text, or spoken word or as language in the sense of 
communication.” Within this context, “discourse analysis” was based on the practice of 
textual deconstruction -- “unraveling the traces of meaning buried in the text’s 
operations.”12 
 The meaning employed in this study with regard to discourse does not focus on 
the textual structures or utterances; it goes beyond the boundaries of langue and parole. 
                                                 
9
 Sylvia Walby, “Woman and Nation,” International Journal of Comparative Sociology 3, no.1-2, (1992), 
81-100; Anna Triandafyllidou and Anna Paraskevopoulou, “When is the Greek Nation? The Role of 
Enemies and Minorities,” Geopolitics 7, no.2 (2002), 75-98. 
10
 The Oxford English Dictionary, 2nd ed., s.v. “discourse.” 
11
 Michele Barrett, The Politics of Truth: From Marx to Foucault (Cambridge: Polity Press, 1991), 124. 
12
 Ibid., 125, my emphasis. 
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It follows the lines of Foucauldian re-conceptualizations of the idea of discourse, which 
were developed with reference to broader contexts. With this re-conceptualization, 
discourse was moved away from being simply a technical, linguistic accomplishment. It 
was developed as the focus of an alternative theoretical model other than the one based 
on the concept of ideology, which is “enmeshed in the determinist base-superstructure 
model within Marxism,” opening up new horizons of analysis intimately bound to the 
field of political science.13 This shift from ideology to discourse did not occur as a 
direct substitution of the latter for the former. 
 The type of discourse theory to which Foucault contributed treated discourse in 
terms of bodies of knowledge, constitutive of both subjectivity and power relations, 
constraining and enabling the self. Discourses are “the epistemological enforces” 
constituting the practices responsible for “what (as well as how) people thought, lived 
and spoke.”14 Foucault’s historical description of discursive practices “consists of not 
… treating discourses as groups of signs … but as practices that systematically form the 
objects of which they speak.” Foucault maintains that “discourses are composed of 
signs;” but he further argues that “they do more than simply use these signs to designate 
things. It is this more that renders them irreducible to the language (langue) and to 
speech. It is this ‘more’ that we must reveal and describe.”15  
 This change of emphasis in the conceptualization of the term culminated in 
looking at discourses at the level of the statement, both in written and spoken form. The 
discursive field is composed of the subset of statements which cannot be equated to 
propositions, sentences, and speech acts, and which contain truth claims. Discourse 
analysis entails detailed textual documentation as well as the analysis of historical and 
contextual factors.16 It enables “seeing historically how effects of truth are produced 
within discourses which in themselves are neither true nor false.”17 It uncovers the 
historical and contextual specificity of what is said and what remains unsaid, what we 
can know, and how we can act. As Barrett stresses “This is, perhaps, the most important 
                                                 
13
 Ibid., 123. 
14
 Edward Said, “Michel Foucault, 1926-1984,” in After Foucault, ed. Jonathan Arac (New Brunswick: 
Rutgers University Press, 1988), 10. 
15
 Michel Foucault, The Archaeology of Knowledge (New York: Pantheon Books, 1972), 49. Original 
emphasis. 
16
 Alec McHoul and Wendy Grace, A Foucault Primer, Discourse, Power and the Subject (London: UCL 
Press, 1995), 30-31, 35-41. 
17
 Michel Foucault, “Truth and Power,” in Power/Knowledge: Selected Interviews and Other Writings, 
1972-1977, ed. Colin Gordon (Brighton: Harvester, 1980), 118.  
 6 
general point to grasp about Foucault’s concept of a discourse: it enabled us to 
understand how what is said fits into a network that has its own history and conditions 
of existence.”18 Such an analysis is also based on revealing the different complex 
relations, “the play of dependencies,” within and among discourses and non-discursive 
formations. For realizing such a multifaceted analysis, Foucault differentiates between 
three aspects of “the play of dependencies”: intradiscursive (between the objects, 
operations, concepts, within one discursive formation); interdiscursive (between 
different discursive transformations); extradiscursive (between discursive and non-
discursive transformations). He substitutes these analyses based on the “play of 
dependencies” between discursive formations for “the uniform, simple notion of 
assigning causality”, and suspends “the indefinitely extended privileges of the cause, in 
order to render apparent the polymorphous cluster of correlations.”19  
 Drawing upon from these insights provided by Foucauldian re-conceptualizations 
of the idea of discourse and discourse analysis, this study provides an analysis of the 
discourses of nationalism, modernization, and militarism by focusing on the primary 
school textbooks. As the research undertakes the analysis of the textbooks with respect 
to these themes, it looks for the play of intradiscursive and interdiscursive dependencies 
within and between the discourses of nationalism, modernization and militarism, as well 
as the extradiscursive dependencies between these discourses and the non-discursive 
transformations (such as  socio-political transformations). Through such an analysis, the 
specifics of the imaginings of the national self provided in the textbooks, as well as the 
defining lines and the set boundaries of national order are unveiled.  
 The analysis first uses the ethnic-civic nationalism typology as a heuristic device 
in order to deconstruct the discourse of nationalism presented in the textbooks. The 
research at this point focuses on the following questions: How are the civic or ethnic 
elements used in the discourse of nationalism employed in the textbooks? Where are 
women in these civic and/or ethnic imaginings of the nation? Has this discourse of 
nationalism intersected at any point with other discourses, modernization and 
militarism? Have any changes and shifts occurred within time in the discourses of 
nationalism presented in the textbooks regarding the ethnic and civic sources of the 
                                                 
18
 Barrett, The Politics of Truth, 126. 
19
 Michel Foucault, “Politics and the Study of Discourse,” Ideology and Consciousness 3 (1978), 7-26; 
quoted in Barrett, The Politics of Truth, 129-130. Barrett argues that Foucault presents such an analysis in 
reference to the determinist base-superstructure model in Marxism. 
 7 
nation? The analysis with respect to the discourse of nationalism also concentrates on 
the concept of ‘other.’ The textbooks are analyzed to see if they present various people, 
nations and states as the ‘others’ of the nation. The research is undertaken with respect 
to the following questions: On what bases are peoples, nations and/or states represented 
in the textbooks as the ‘others’ of the nation? Are there any categorical and/or 
hierarchical differences between them? Have any changes occurred within time with 
respect to these specified ‘others’ of the nation? Are the civic and/or ethnic sources of 
the nationalist discourse utilized in these conceptualizations of the other? Have the 
discourse of nationalism, defined along the construction and naming of ‘others,’ 
intersected at any point with the other discourses analyzed in this study -- the discourses 
of modernization and militarism?  
 The analysis also concentrates on what is considered as modernization, and the 
concept and the discourses of ‘modern,’ through the lens of gender. The deconstruction 
of textbooks with respect to the discourse of modernization focuses on the following 
questions: What are the defining parameters of the Republican men and women 
presented in the textbooks? How is gender employed in the formulations of this new 
social order? Are there other visible and/or marginalized men and women in the 
textbooks, and what are their relations to these ideal models? How are the discourses of 
nationalism and militarism used to delineate the conceptualizations of the modern, 
realized in the textbooks through the representations of the hegemonic and subordinated 
men and women? What changes occurred within time in these hegemonic and 
subordinated men and women constructions represented in the textbooks, and under 
which socio-political contexts have these changes occurred? 
 The study at the same time deconstructs the discourse of militarism presented in 
the textbooks. Apart from the questions presented above, the analysis is undertaken also 
with respect to the following questions: Are wars, enemies, and defense of the 
territories, homeland, nation, and/or state among the recurrent themes of the textbooks? 
How and with references to which contexts are war-making and enemies emphasized? 
How are men and women represented with respect to the issue of defense? Is military 
service signified as a requirement of citizenship, a duty towards the state; if not, how 
else it is defined? How is the relation between military service and men, as well as 
between women formulated in the textbooks? Are self-sacrifice, death, and/or violence 
exalted in the textbooks, if so, in which contexts? Have the discourse of militarism 
intersected with the discourses of nationalism and modernization? What changes and 
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shifts have occurred within time, and under which socio-political contexts have they 
occurred?  
There have also been other studies focusing on the textbooks used in Turkey with 
similar aims: Üstel’s study on the civic textbooks used in the primary and secondary 
schools analyzing the changes in the notion of citizenship since the Second 
Constitutional Period; Antoniou and Soysal’s work on the history textbooks used in the 
lower secondary school education in Greece and Turkey since the 1950s analyzing the 
conceptualizations of nation and identity; Copeaux’s study on the official Turkish 
historiography as presented in the history textbooks used in Turkey in the primary and 
secondary schools between the years 1931 and 1993; Altınay’s study of the textbooks of 
the national security studies courses focusing on the nation-building and militarization 
processes in Turkey; and Helvacıoğlu’s work which analyzes gender discrimination in 
the primary and secondary school textbooks used in Turkey between 1928 and 1995.20 
Compared with these studies, this research covers a lengthened period of time, from 
1928 to 2000. The sample analyzed in this study is also an extended one. This study, 
different from the existing literature, is based on a varied number of textbooks, other 
than being focused on one course book. However, it is specifically limited to the 
textbooks used in the primary school; the latter reflecting the standardized mass 
education in Turkey. The focus of this study is also a much broader one. Rather than 
concentrating on the conceptualizations of nation, identity, citizenship, and/or the notion 
of gender equality/discrimination per se, this study looks at these conceptualizations 
from the angle of nationalism, modernization and militarism. It analyses the specific 
and interlinked utilization of the discourses of nationalism, modernization and 
militarism in the imaginings of the national self in the place of education, which in turn 
defines the (re)constructions of identities. It provides a critique of the specifics of the 
political and social order through a multilayered analysis of these specific discourses, 
which also pays attentions to the dimensions of time and gender.  
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As stated above, this study is based on a varied number of course textbooks; the 
textbooks analyzed from 1928 to 2000 are the life sciences textbooks [hayat bilgisi 
kitapları], the language readers and/or Turkish language textbooks [kıraat kitapları, 
okuma kitapları, Türkçe kitapları], the history textbooks [tarih kitapları], the social 
studies textbooks [sosyal bilgiler kitapları], and the family studies/knowledge textbooks 
[aile bilgisi kitapları]. The research is limited to the textbooks related to language and 
social sciences because these textbooks carry the identity discourse more directly, and 
present the political culture in everyday experiences.21 However, in order to make the 
scope of the study more manageable, in this research, the survey of geography 
textbooks, though they define and present the elements of the national space, and civics 
textbooks is not undertaken. In fact, Üstel’s comprehensive study on civics textbooks 
successfully covers the periods this research analysis.22 Although the lower grades of 
secondary school (from grade 6 to 8) have been made compulsory and became a part of 
primary education in 1997, they are also not included within the scope of this research.  
The life sciences textbooks are designed for the first three years of the primary 
school in Turkey. They have the aim of giving the students a general understanding of 
the world, environment and society. Life sciences courses form the backbone of primary 
education for the first three years, and all the other courses are linked to these courses. 
In grades four and five, the natural sciences, history and geography courses replace the 
life sciences courses. However until the mid-1940s, the life sciences courses did not 
have a textbook. Nevertheless the course content was defined through the curriculum, 
and teachers’ guide books, written specifically for this course, were available. Between 
the mid-1940s and the end of 1980s, the life sciences courses had supplementary course 
textbooks, which were again authorized by the Ministry of National Education. Only in 
the 1990s were primary textbooks, produced by the Ministry, introduced for this course. 
Language courses begin in the first grade, and continue until the fifth. The textbooks 
related to learning the official language of the state can carry ideologies more easily by 
presenting texts directed at specified thoughts, sentiments, behaviors, and morals. Until 
the 1980s, the language textbooks existed at the primary school level, first under the 
name Kıraat Kitabı, then Okuma Kitabı (Language Readers). After 1980, they were 
entitled Türkçe Kitabı (Turkish Books). History courses in primary schools in Turkey 
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 See Falk Pingel, UNESCO Ders Kitaplarını Araştırma ve Düzeltme Rehberi, trans. N. Elhüseyni 
(İstanbul: Türkiye Ekonomik ve Toplumsal Tarih Vakfı, 2003). 
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used to start in grade four, replacing the life sciences courses. After the changes in the 
primary school curriculum in 1968, the social studies courses replaced the fourth and 
fifth grade history and geography courses. The family studies/knowledge textbooks, 
before the mid-1930s, were designed only for girls. With the changes in the curriculum, 
they were redesigned as courses for boys as well. Until 1968, these restructured courses 
continued to exist in the primary school in grades four and five. 
The textbooks were gathered and surveyed in the National Library [Milli 
Kütüphane] in Ankara. According to the 1934 law on collecting printed material and 
pictures [Basma Yazı ve Resimli Eserleri Derleme Kanunu, 1934] a copy of every 
published material in Turkey is supposed to be sent to the National Library.23 In the first 
part of the research, the life sciences textbooks, the language readers, the history 
textbooks, the social studies textbooks, and the family studies/knowledge textbooks in 
the archives of the National Library were cross-checked with the decrees of the Board 
of Education and Discipline [Talim ve Terbiye Kurulu] on the authorization of 
textbooks.24  The recurring textbooks, with the printed authorization decree of the 
Board, are included in the survey. Utmost importance is given to the primary school 
textbooks; however the authorized supplementary textbooks of specific courses, such as 
life sciences course, are also surveyed.25 It should be noted that not all the textbooks 
surveyed are used in providing examples; some of these textbooks are different versions 
of the same textbook with little or no revisions. For the purposes of simplifying the 
research, the textbooks are gathered and surveyed along a general chronological 
periodization where the years 1948, 1968, and 1981 are taken as turning points. This 
general periodization, presented below, is set along the main content changes in the 
educational curricula and laws in Turkey. 
i. 1928-1948: The period starts with the change of the alphabet in 1928, and 
lasts until the curriculum change in 1948. It covers the textbooks written under the 
1926 curriculum, as different from the one issued in 1924, which was mainly a 
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 See, T. C. Kültür ve Turizm Bakanlığı, Milli Kütüphane, “Koleksiyon,” 
<http://www.mkutup.gov.tr/?action=section1&fl=islevler> (14 August 2007). 
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 The Board of Education and Discipline was founded as a branch of the Ministry of National Education 
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25
 As mentioned before, this course formed the backbone of the first three years of primary school 
education; yet, the course, until the mid-1940s, did not have a textbook, and until the 1990s, it only had 
supplementary textbooks. 
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continuation of the 1914 curriculum. This period also includes the textbooks 
written under the 1936 curriculum, the main curriculum of the single-party era, 
with the six Kemalist principles incorporated and set as the main focus of 
education. Both of these curricula were structured for urban schools. At the time, 
the village schools had similar but separate curricula, and were available for only 
three grades. 
ii. 1948-1968: The curriculum prepared in 1948 was the first curriculum 
designed to be used by both village and urban schools. The era is marked by the 
end of the Second World War, and transition to democracy in Turkey, followed by 
the rule of the Democrat Party (DP) [Demokrat Parti], which ended in 1960 as a 
result of a military coup. The period also covers the aftermath of the coup since 
there were no curriculum changes during this period until 1968, except for the 
change in 1961 in the law defining the raison d’etre and aims of primary 
education. The new law, the Basic Law of Primary Education, stated that “primary 
education is the basic education that serves to develop all women and men 
mentally and morally, and to raise them in line with the national goals of Turks.”26 
The subsequent 1968 curriculum was the outcome of the studies conducted 
throughout the 1960s; a draft version of it was issued in 1962 to be used in various 
pilot schools.  
iii. 1968-1981: The era was indeed an overtly nationalist and chaotic one, 
subject to numerous government changes, and mobilized various forces, some of 
which also had an influence on locus of education. This period includes the 
military coup carried out in 1971, and covers the years until the next military coup 
in 1980. It ends with the first curriculum change of the 1980s. The era is signified 
by the new curriculum in 1968, as well as the 1973 Basic Law of National 
Education, issued before the general elections which took place later that year. 
The new 1968 curriculum replaced history and geography courses in the fourth 
and fifth grades with social studies courses. The Law of 1973 defined the aim of 
primary education as providing children with “basic knowledge, skills and habits 
necessary for good citizenship, and national morality,” as well as “the 
development of interests, aptitude and talents and preparing for higher education.” 
The law also stated that the raison d’être of Turkish national education was 
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 Cavit Binbaşıoğlu, “Cumhuriyet Döneminde İlkokul Programları,” in 75 Yılda Eğitim, ed. Fatma Gök 
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primarily to raise “all the individuals of the Turkish nation as citizens who are  
loyal to Atatürk’s reforms and Turkish nationalism as defined at the beginning of 
the Constitution; who adopt the national, moral, humanistic, spiritual, and cultural 
values of the Turkish nation; who love and try to exalt his/her family, homeland, 
nation; who know his/her duties and responsibilities with respect to the Republic 
of Turkey, which is a national, democratic, secular, social state governed by the 
rule of law and  based on human rights and on the fundamental principles laid out 
at the beginning of the Constitution; and who behave accordingly.”27 
iv. 1981-2000: This period analyzes the changes that took place in the 
aftermath of the military coup in 1980. It covers the curriculum changes of the 
early 1980s, and also the changes that took place in the curriculum and textbooks 
in the 1990s. Throughout these years, curriculum changes were not carried out in 
the form of a total change of the curriculum, but rather as separate modifications 
of the curricula of various courses. The first change was the new curriculum for 
Turkish language course in 1981. The same program was used throughout the 
period. The social sciences curriculum was subject to repeated changes in 1990 
and 1998, due to the changing circumstances, such as the end of the Cold War, 
and the dissolution of the Soviet Union, and formation of new republics in its 
place. The life sciences curriculum of 1968 was not revised until 1998, and has 
been subject to only minor revisions since then.28 The 1983 Basic Law of National 
Education, issued under the military rule, was almost the same as the one issued in 
1973. The main change was the replacement of “Turkish nationalism” with 
“Atatürkist nationalism.”   
 
This periodization is used throughout the study in order to provide insights into how the 
discourses of nationalism, modernization, and militarism have been maintained 
throughout time despite changing circumstances. It is also employed to highlight the 
shifts and transformations as well as the continuities. However, such general 
periodization should also be read by taking the historical context of Turkey as its 
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background because the changes in the educational curricula and laws have been closely 
linked with the socio-political developments in the country. 
 
 
1.2. The Historical Context 
 
 
Besides focusing on primary school textbooks with respect to the established 
dependencies within and between the discourses of nationalism, modernization and 
militarism, this study also undertakes the analysis of the dependencies between these 
discourses and the socio-political transformations. The quest for answers to the question 
“how is the national self imagined” requires this kind of consideration and analysis of 
the historical and contextual factors. The specific and interlinked utilization of the 
discourses of nationalism, modernization and militarism in the imaginings of the 
national self will be meaningful only if read and interpreted against the background of 
the major developments and events of the early formative years, as well as the 
subsequent  years of the Republic. Thus, the socio-political history of the country is 
briefly narrated in the following pages. It also provides links to the international context 
in order to serve as a background for the entire analysis. 
From the seventeenth century onwards, Europe increasingly became the center of 
the world. This development was accompanied by imperialist expansion of major 
European states. As they expanded, becoming part of the system these states made up 
became an overriding concern, mainly in the countries on periphery of the continent. 
Eighteenth-century Ottoman history is replete with such attempts to become a part of 
this new order, which, in time, came to be equated with a concern with Westernization, 
preserving the Empire and saving the state. The late-eighteenth century and the early 
years of nineteenth century increasingly witnessed the loss of lands and populations 
under the rule of the Ottoman Empire, due to the wars with the imperial European 
powers, the wars and secessions in the Balkans resulting from the newly emerging 
nationalisms, and the First World War. These developments triggered a reactionary 
nationalism, which had been shaped and reshaped throughout these destructive years.  
The occupation and partitioning of the remaining Ottoman lands by the Allied 
forces in the aftermath of the First World War was followed by the resurgence of a 
liberation movement in Anatolia, the foundation of the National Assembly in Ankara (a 
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city at the center of mainland Anatolia), and the war years. The final wars were fought 
against the Greek army. The success of the new regular army (founded under the 
auspices of the National Assembly) in 1922 was followed by the abolition of the 
sultanate. Although the preservation of the state was still the most overriding concern, 
the state, in line with the European examples, was now to be re-formed as a nation-state 
with the assembly in Ankara as its major organ. The processes of the making of the 
nation had been going on since the nineteenth century, but had been especially 
significant since the Second Constitutional Period (1908-1918), marked by the rule of 
the Young Turks under the Committee of Union and Progress.29 The losses of lands on 
which mainly the Christian populations had lived, and the migrations of Muslim 
populations from these lost lands had made the population of the Empire predominantly 
Muslim compared to prior times.30 Within bureaucratic circles, nationalism became a 
sound ideology to be used for preserving the state.31 Meanwhile the drive for 
Westernization had served to form bases of homogeneity through various measures, 
such as changes in military and economic practices (the most significant being the 
creation of an army-nation and the formation of a national bourgeoisie), as well as the 
changes in laws, the dress code, and educational institutions.  
Creating a nation-state was in no way an easy task for the new cadres, the 
Kemalists, the heirs to the Young Turks. During and after the First World War, large 
numbers of Greeks, as well as Armenians, had emigrated from Anatolia. These 
emigrations, coupled with the prior loss of lands and populations, as well as the 
immigrations of Muslims from these lands, resulted in a predominantly Muslim 
community. With the Treaty of Lausanne, the peace treaty signed between the Entente 
powers and the National Assembly at the end of the War of Independence, only the non-
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Muslim inhabitants of Anatolia were regarded as minorities.32 Under the provisions of 
the treaty, there was an exchange of populations, which consisted of the remaining 
Greek Orthodox population of Anatolia being sent to Greece and the Muslims from 
Greece being sent to Turkey.33 Although the remaining population of the country 
mainly consisted of Muslims, it was not a heterogeneous one.34 Besides creating bases 
for homogeneity, allegiances were to be re-organized towards the nation and the state, 
rather than the local community and the sultan. The proclamation of the Republic in 
1923 - with Mustafa Kemal (Atatürk) as its president, as well as the abolishment of the 
caliphate and the formation of a new constitution the following year, were designed as 
major steps in providing a radical break with the past regime and its allegiances. 
The Kurdish rebellion of 1925, led by Sheikh Said, and the measures taken to 
suppress this rebellion, marked a new phase both in the Republican People’s Party 
(RPP) [Cumhuriyet Halk Fırkası], the vanguard party of the Kemalist regime, and in the 
regime itself. Despite the declaration of martial law in the eastern provinces and the 
amendment of the High Treason Law to include the political use of religion among 
treasonable offences, hard-line measures continued with the passing of the Law on the 
Maintenance of Law and Order [Takrir-i Sükun Kanunu]. The Kemalist rule 
increasingly became transformed from one with pluralistic features to one with 
authoritarian ones.35 The RPP assured complete domination of the political scene, and at 
the party congress of 1931, the country’s political system was officially declared to be a 
one-party state. 
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The monolithic political system established after 1925 provided an environment 
conducive to executing radical and extensive reforms. The modernization of the state, 
education and law, forming the first wave of Kemalist reforms, had already started 
through such measures as the abolishment of the sultanate and the caliphate. It 
continued with the adoption of the Swiss civil code, as well as the Italian penal code in 
1926. In 1928, the clause stating that Islam was the state’s religion was removed from 
the constitution. These measures constituted an extension of the Tanzimat and Unionist 
reforms which had secularized most of the state institutional systems. The educational 
system had already been centralized and modernized as it had been brought under the 
control of the Ministry of Education at the time of the rule of the Committee of Union 
and Progress. The Law on the Unification of Education [Tevhid-i Tedrisat] declared in 
1924 completed this process of centralization and secularization of education, also 
bringing the schools administered by the minorities and foreigners under the Ministry of 
Education.36 The reform measures (e.g., the sartorial reforms, changes in measurements, 
clock and calendar, and the reorganization of the work week) entailed the replacement 
of traditional symbols by ones derived from European civilizations. The most radical 
reform measure was the adoption of the Latin alphabet in 1928.37 These measures not 
only gave the country a more European image, it made communication with the 
Western world easier and severed links with the Islamic world. The basic principles of 
Kemalism were laid down in the 1931 program of the RPP as republicanism, 
secularism, nationalism, populism, statism and revolutionism (or reformism). These six 
principles were incorporated into the constitution in 1937. This set of ideals had evolved 
gradually throughout the 1920s, and their meaning and content continued to be reshaped 
even after the 1930s. 
The Kemalist principles, enacted for Westernization and nation-formation, as well 
as the formation of a capitalist economy having a viable national bourgeoisie, were 
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realized as assimilatory measures for the cosmopolitan Muslim community of the 
country. Various measures the government undertook were aimed at “Turkifying” the 
economic and social life as well as the people living in the country. Some of these 
measures, besides being discriminatory, ended up as being exclusionist for the non-
Muslims, the officially defined minorities.38 The settlement law that was issued in the 
summer of 1934 can be regarded among these acts of Turkification. At the time, fascism 
was on the rise in Europe, with Hitler and Mussolini in power in Germany and Italy. 
Racist and anti-Semite influences had also reached and affected Turkey, though they did 
not become official policies.39 The law enabled the government to resettle the people 
and communities living within the country as it saw fit.40 As Thrace attained strategic 
importance due to the expansionist policies of the Mussolini’s Italy, an attempt was 
made to apply the settlement law the Jews living in this region. Acts of intimidation and 
threats aimed at frightening Jews so that they would move out of this region started a 
few weeks before the passing of the law and continued for weeks.41 The minorities were 
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already viewed with suspicion, and blamed for collaborating with the enemy, thus the 
defense of Thrace required cleansing of these “undesirable elements.”42 
Despite the friction within the Kemalist leadership that culminated in the 
resignation of İsmet İnönü in 1937, İnönü was elected president upon Atatürk’s death. 
In the party congress held after the succession of Atatürk by İnönü, as Atatürk had been 
declared the eternal party chairman, İnönü was proclaimed the permanent party 
chairman, and national leader [milli şef].43 The late 1930s and the early 1940s were 
burdened by the repercussions of the Second World War. The food shortages and 
increasing inflation in the country caused mass discontent within the population. The 
coalition on which the Kemalist movement had been built upon was also fractured.44  
The Wealth Tax implemented in 1942 was one of the measures that caused the 
estrangement of the some parts of the population from the government. The attempt was 
made to legitimize it as a punitive measure for war-time profiteers, who, it was claimed, 
were mainly the non-Muslim citizens. It was also presented as a major measure taken to 
transfer wealth from the non-Muslim to the Muslim bourgeoisie. However, as Ayhan 
Aktar stresses, the results of the tax hardly justifies this argument.45 Instead, it showed, 
also to the ranks of the Muslim bourgeois, “how arbitrary and unpredictable the 
autonomous state could be, even though its measures were [said] to be designed to 
benefit the bourgeois.”46 The government levied high taxes, determined on completely 
arbitrary bases, specifically from non-Muslims. Those who could not pay the required 
amounts within the issued time limits were sent to work camps, where they worked 
under harsh conditions, to pay their debt.47  
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The end of the Second World War in 1945 marked a new era throughout the 
world. The defeat of the Axis powers and the emergence of the US from the war as the 
dominant world power were regarded as victories for pluralist, capitalist democracy. 
However, the rise of the Soviet Union (USSR) as the second major force shortly after 
the war created a bipolar world system characterized by the US versus the USSR. A 
“delicate balance of terror” held up the balance of power between these two new poles, 
and the new era was defined as the Cold War era. 48 The end of the Second World War 
also marked the beginnings of transition from the one-party rule to democracy in 
Turkey. The ruling elite tried to side with the winners of the war. The mass discontent 
in the country, when coupled with the fractions in the ruling coalition due to war-time 
measures, exacerbated the calls for political change in favor of democratic measures.49 
According to Zürcher, “It was clear to the Turkish leadership that, in order to profit 
fully from the American political and military support and from the Marshall Plan, it 
would be helpful for Turkey to conform more closely to the political and economic 
ideals (democracy and free enterprise) cherished by the Americans.”50 The Soviet 
demands about the correction of the border between the Soviet Union and Turkey, the 
establishment of communist regimes under the auspices of the Soviet Union in Eastern 
Europe, and the civil war in Greece between the communists and monarchists prompted 
the US to reconsider the strategic importance of Turkey. The US launched the Truman 
Doctrine (1947), which consisted of military and financial support for Greece and 
Turkey, within the context of this atmosphere. The Marshall Plan, consisting of the US 
aid to Western European countries for the restructuring of Europe, began to be 
implemented in 1948. It was followed by the establishment of the North Atlantic Treaty 
Organization (NATO) in 1949, a military alliance formulated at peacetime against the 
Soviet threat in Europe.  
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In the first elections that took place in 1946, the DP made its way to the 
parliament as the opposition party.51 The party was founded on January 1946, and 
campaigned for the liberalization of the economy and society. It won the support of 
businessmen and the liberal intelligentsia.  As it rhetorically attacked the “tyranny of the 
state,” at the same time, it became “the party of the ‘little man’.”52 Despite the 
liberalization measures of the RPP government, which included a liberalization of the 
economy, restoring religious instruction in schools, the next elections, held in 1950, 
resulted in the landslide victory of DP. The principal concern of the DP, like the RPP, 
was to transform the country, but this time the focus was especially on material aspects. 
The party depended on the free market, and followed an agriculturally based model of 
development. Massive infrastructural and agricultural investments (e.g., building 
network of roads and mechanization of agriculture through the importation of 
agricultural machinery) were made.53 Urbanization, mass migration to the cities, and 
formation of squatter settlements [gecekondu] were also the features highlighting the 
era.54 As migration in search of jobs in the newly developing industries increased 
throughout the 1950s, the culture of the countryside also started to be become more and 
more visible in the cities. The DP rule did not retain the militant secularist view it had 
previously held. As Zürcher argues “What the Democrat leadership was tacitly 
admitting by this attitude towards Islam was that religion was not necessarily 
incompatible with development.”55 They furthered the process of relaxing process the 
restrictions on the expressions of religious feeling (which had already begun in the 
1940s). The party was at the same time cautious about combating anti-secularist 
tendencies. However, towards the end of its rule, it also accepted the existence of 
autonomous religious organizations, such as the brotherhoods, and the use of Islam as a 
weapon of political propaganda.56 
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Democracy was indeed the catchword of the era; however, its prospects were 
limited mainly to a majoritarian view. The landslide victories of 1950 and 1954 led the 
DP leadership and governments to see themselves as enacting the “national will,” and to 
regard any opposition as futile. .This negative attitude towards the critics and the 
opposition were visible especially in the second half of the decade, and combined with 
discriminatory policies against the non-Muslims (although they had been supporters of 
the party). The 6-7 September 1955 demonstrations, which had been organized by the 
government, and the concomitant plundering of non-Muslim property, were indeed a 
violent instance of these policies.57 The DP’s negative attitude towards opponents 
culminated in repressive measures, especially after the Democrats lost votes to the RPP 
in the 1957 elections.58 These repressive measures heightened the already existing 
tensions between the party and the political opposition, intellectuals, and military 
officers. The DP rule came to an end with the military coup on May 27, 1960; the 
government was overthrown, and its members were arrested and tried on the charges of 
violating the constitution. The party was suspended and dissolved.  
The coup carried out in 1960 was “the first and last successful military 
intervention made from outside the hierarchical structure of the Turkey’s armed 
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forces.”59 Unlike the 1960 coup, the following interventions in 1971 and 1980 were “the 
work of the High Command.” In fact, the measures that were initiated in the aftermath 
of the 1960 coup (such as the creation of the National Security Council, the Armed 
Forces Union, and the Army Mutual Assistance Association), in addition to 
institutionalizing the military’s tutelage over the political system and securing its 
presence in the economy, had the effect of transforming the nature of the subsequent 
interventions.60 
The National Unity Committee (NUC) [Milli Birlik Komitesi], formed after the 
coup by the military officers who had taken power, ruled the country for a year, and 
restored civilian rule in 1961 through a general election. The Committee invited a group 
of academics to prepare a new constitution. The 1961 constitution was a novelty since it 
contained explicit guarantees of political liberties, such as freedom of thought, 
expression, association, as well as social and economic rights. It also created a 
bicameral parliament, the Constitutional Court, and the National Security Council 
(NSC) [Milli Güvenlik Kurulu]. The NSC was to advise the government on internal and 
external security matters. It was comprised of the Chief of General Staff and the 
commanders of the land, sea and air forces, and chaired by the president. It had its own 
secretariat and a number of departments. The ministers joined the council when 
necessary. It was initially established in March 1962 by law, and gradually increased its 
influence over government policy over the years. 
 The first civilian government of the 1960s was a coalition between the RPP and 
the Justice Party (JP) [Adalet Partisi], a new party claiming the legacy of the 
Democrats. In fact, the 1960s were to be marked by the increasing power and the rule of 
the JP.61 These years were also the years of pluralism; the political spectrum broadened 
to include various concerns, and parties, such as the Worker’s Party of Turkey (WTP) 
[Türkiye İşçi Partisi], a party on the left of the spectrum, became a part of the political 
arena. These developments not only were reflections of the rights and liberties 
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introduced by the new constitution, but also of the socio-economic changes that 
occurred throughout the 1960s. The import-substitution industrialization policy 
succeeded in transforming Turkey from being a predominantly agrarian country to an 
industrializing one with large-scale modern capitalist enterprises, and a growing private 
industrial sector. The concomitant rapid urbanization and increasing mass migration 
from the countryside to the cities were also major features of this era. As a result, the 
industrial bourgeoisie and the working classes became significant socio-economic 
groups in search of maintaining their political presence.  
 However, the increasing pluralism was not necessarily tolerated, and the 
governments of the 1960s, rather than undertaking a process of further liberalization and 
democratization, chose to suppress the expectations of the masses.62 By the end of the 
decade, dismal economic conditions had exacerbated the situation even more. Eroğlu 
argues that  
The process of decay took place along three major axes: the first, within the 
Left, manifested itself as internal fragmentation and a shift out of the 
system; the second, within the Right, witnessed a process of regrouping and 
counterattack; the third stemmed directly from the actions of the ruler-- the 
government’s aggressive stance directed towards suppression of the left 
rapidly brought the end of new pluralism.63  
 
During this period, while the JP increasingly became the party of the industrial 
bourgeoisie, two new parties were established on the right. In 1969, Alparslan Türkeş 
founded the Nationalist Action Party (NAP) [Milliyetçi Hareket Partisi], a militant, 
ultra-nationalist party, and in 1970, Necmettin Erbakan founded the National Order 
Party (NOP) [Milli Nizam Partisi], an Islamist anti-Western party, which was to become 
the party of the traditional lower middle class (mainly consisting of small tradesmen, 
merchants, and artisans).64 The country increasingly became divided into two camps: 
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the “pro-American right” and the “anti-American left.”65 By the end of the decade, both 
camps increasingly resorted to violence.66 
As the country seemed to be in a state of chaos economically as well as socially 
and politically, the military intervened on March 12, 1971 through a memorandum 
demanding the government to resign. For the next two years, interim governments, 
which were said to be “above-parties,” were formed. The constitution was amended to 
curb liberties and social and economic rights. The University Supervisory Council was 
set up in 1973, marking the end of university autonomy.67 The repression of the left 
increased steadily.68 Various measures were taken also against the Islamists; in 1971, 
the NOP was dissolved by the Constitutional Court on grounds of violating secularism. 
The interim governments came to an end with the 1973 elections, from which the 
new social democratic RPP emerged as the leading party. From the mid-1960s, under 
the leadership of Bülent Evecit, the RPP, abandoned its commitment to militant 
secularism, and moved to “the left of center.” The elections resulted in a RPP-NSP 
coalition government. The NSP (the National Salvation Party) [Milli Selamet Partisi] 
was founded in 1972 by the same leadership to replace the NOP. However, violence in 
the streets, political terrorism, and the economic crisis hampered any possible prospects 
of democratization. The intervention of the Turkish army in Cyprus in 1974 (after the 
coup d’état against Makarios, the president-archbishop of Cyprus, by the Cypriot 
National Guard under the auspices of the junta in Greece) turned  Ecevit, the prime 
minister, into a national hero. As Ecevit resigned to call for early elections, the country 
entered a period of crisis. The crisis, instead of an early election, ended with the 
coalition of the JP, NSP, NAP, and RRP (Republican Reliance Party) [Cumhuriyetçi 
Güven Partisi], which is widely referred as the Nationalist Front.  
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Violence in the streets and political terrorism become a fact of life during these 
years.69 By the end of 1970s, the country was economically bankrupt. The economic 
crisis had been escalating throughout the 1970s. By January 1980, there was an attempt 
to put into practice the 24th of January measures, strict austerity measures designed in 
line with the proposals of the International Monetary Fund (IMF). The threat of Islamic 
fundamentalism also became an important issue, given the revolutionary turmoil in Iran 
and Soviet intervention in Afghanistan. These two specific developments transformed 
Turkey’s instability into a strategic matter for the West. The 12 September 1980 
military intervention occurred within such a context.  
The coup was an attempt at political and economic restructuring. Depoliticizing of 
the whole society was undertaken; all public discussion of political matters was 
prohibited. All the political parties, associations, professional organizations were closed 
down. The universities were put under tight centralized control through the 
establishment of the Board of Higher Education (YÖK) [Yükseköğretim Kurumu]. The 
new constitution of 1982 strictly limited the political rights and liberties of individuals, 
as well as social and economic rights. It strengthened the National Security Council, and 
provided the presidency with a wide range of powers.70 Turgut Özal, the architect of the 
24th of January measures, was put in charge of the economy. This IMF-inspired reform 
package, besides being a program of economic stabilization, consisted of measures 
designed to open the economy to the tides of economic neo-liberalism, and 
globalization. 
Civilian rule was restored in 1983; however, “it did not constitute a significant 
step toward the “civilianization” of politics.”71 The resumption of party politics on April 
was followed by the foundation of a large number of new parties; yet only three of them 
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were allowed to function and enter the general elections of November 1983. The 
Motherland Party (MP) [Anavatan Partisi] emerged from the elections as the leading 
party. Successive MP governments were founded throughout the 1980s under the 
leadership of Özal until 1989, when he became the president. The institutional and 
ideological economic restructuring processes continued throughout the same period. 
Export-promoted growth was initiated in place of the import-substitution policies of the 
previous years. Emphasis was placed on laissez-faire market ideology, and on the 
discourse of economic rationality. This restructuring was also in line with the rise of the 
New Right produced the presidency of Regan and the government of Thatcher in the US 
and the UK, respectively. A gradual political liberalization was also initiated as the 
martial law started to be lifted partially and selectively by the mid- 1980s.  
Despite the depoliticizing measures of the post-1980 era, civil society started to 
flourish by the mid-1980s. It was an effort at intervening at the level of everyday beliefs 
and practices, and to establish a link between the everyday life and politics, with the 
women’s movement being one of its forerunners.72 Besides contributing to the rise of 
such elements of civil society as woman rights activists, ecologists, and Islamists, 
economic liberalization also resulted in the emergence of “a multiplicity of economic 
actors and economic pressure groups accepting the rules and norms of economic 
globalization and demanding a minimum state intervention.” Within time, this 
development gave rise to the radical transformation of “state-bourgeoisie relations in 
such a way that autonomy, civil rights, democracy, European integration and economic 
efficiency became the main discourse of the Turkish bourgeoisie.”73 
The collapse of the Soviet Union and the dissolution of the Eastern block at the 
end of the 1980s and early 1990s brought the end of the Cold War era. The countries 
that had belonged to the former Eastern Block had gone through double 
transformations: transitions to capitalist economy and democratization. New nation-
states were founded in both Europe and Central Asia. Europe was burdened with the 
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issue of defining its frontiers, and establishing a new European identity. Following the 
Iraqi occupation of Kuwait in 1990, the American-led United Nations coalition waged 
war against Iraq. The 1991 Gulf War signified the US as the world hegemonic power, 
and at the same time, showed the limits of this power. Although Turkey was an ardent 
supporter of the coalition, not only did it fail to acquire any strategic gains, it suffered 
losses.  
The end of the bipolar security system resulted in a political and cultural identity 
crisis for Turkey as well as Europe. An effort was made to develop an active foreign 
policy with respect to the new Turkic states founded in Central Asia. The governments 
of the 1990s tried to make Turkey the leader of the Turkic world. However despite the 
private sector ties, and the activities of some religious brotherhoods, Turkey’s influence 
in these republics has been very limited. The pan-Turkist card has mostly been used 
rhetorically in national politics. 
 The end of 1980s and the 1990s was also marked by the “Kurdish question,” and 
the rise of political Islam. The “Kurdish question” assumed a new form in the mid-
1980s with PKK (the Kurdish Workers Party) “attacks on Turkish military posts starting 
in 1984.”74 The violent conflict in the southeastern part of Turkey escalated to the point 
of “low-intensity war” in the 1990s. In addition to enormous loss in human life it 
brought, it polarized the country politically.75 The Welfare Party (WP) [Refah Partisi] 
was founded in 1983 “as the third political party of the Islamist National Outlook 
Movement [Milli Görüş Hareketi], which had been the expression of Islamism in the 
political arena since 1970.”76 As the party steadily gained power, the political arena 
gradually became polarized between the “secularists” and “Islamists.” The WP gained 
the highest share of votes in the 1995 elections, and became the major partner of the 
coalition government formed in 1996. Against this rising tide of political Islam, the 
military intervened on February 28, 1997 to restore secularism. The coalition 
government of the WP and True Path Party (TPP) [Doğru Yol Partisi] was forced to 
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resign.77 The WP was dissolved by the Constitutional Court on the grounds that it had 
become the focal point of anti-secular activity, its leader Erbakan was banned from 
politics, and a number of WP mayors were prosecuted.78  
Regional integration in Europe and Turkey’s application to the EU for full 
membership status also dominated the scene in the 1990s. The customs union 
established in 1995 between Turkey and the EU deepened economic ties. Throughout 
the 1990s, the EU increasingly became an actor in Turkish politics; civil society, 
political parties and state institutions either got closer to or found themselves within EU 
networks. Politics in Turkey entered a new phase at the end of the decade as Turkey 
became a candidate for inclusion within an expanded EU. This status, which was 
declared e at the EU Helsinki Summit of 1999, was made conditional on the fulfillment 
of the Copenhagen criteria – which were formulated in 1993 and included issues such 
as the existence of stable democratic and economic institutions, and respect for human 
rights and minorities.79 The following decades in Turkey were marked by the 1999 
Helsinki Summit decision.. It lead to such developments as the increasing significance 
of  civil society organizations and the language of rights, attempts at redefining 
Turkey’s identity vis-à-vis the West,  increasing banal nationalism, as well as the 1997 
restructuring, the rise of the reformist wing of political Islam, and the “Kurdish 
question.” 
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1.3. The Organization of the Study 
 
 
The following pages first focus on the literature on education from the perspective 
of explanations of raison d’etre of public education. The chapter, “Education and 
Textbooks: A Theoretical Introduction,” through a review of these studies underline the 
linkages between modernization cum industrialization, development of the capitalist 
economy, enhancement of the modern state, and creation of disciplinary societies. The 
discussion then unfolds around the arguments in political and social theory, and 
theoretical, socio-historical and feminist studies in nation-state formation and 
nationalism which provide insights with respect to the linkages between the origins and 
the enhancement of mass public education with the development of the nation-state, 
modernization, and universal military service, as well as the concerns for providing 
grassroots enthusiasm for nationalism and instilling nationalist ideology. The central 
premise arising from the review of all these works is that public education is 
specifically utilized for the processes of state and nation-building, and has been 
historically linked to the concerns and discourses of modernization, nationalism, and 
defense. The chapter highlights the ‘play of dependencies’ established between public 
education and the development of the nation-state, the latter being closely linked to 
modernization, nationalism and militarization. The second part of this theoretical 
chapter concentrates on the importance of textbooks for education through a discussion 
of the international development of the studies in the area of textbooks, and signifies 
textbooks as major elements in public education. The chapter then undertakes the 
review of the studies conducted on textbooks in Turkey, which provide insights with 
respect to the foundations of the new order that was forged with the Republic. 
The analyses of the following chapters are based mainly on the original research 
of the textbooks, and focus, respectively, on the discourses of nationalism, 
modernization, and militarization, by utilizing the general periodization provided. The 
third chapter, “Nationalism and the Making of the Nation,” provides an analysis of the 
textbooks with respect to the discourse of nationalism by focusing on the ethnic and 
civic sources of the nation. In order to analyze the making of the national self through 
the nationalist discourse of the textbooks, the chapter first briefly introduces the 
discussions on the origins of nations and nationalism, and singles out the modernist 
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approach as the basis of the analysis. It then focuses on the nationalist discourse of the 
textbooks through the lenses of ethnic and civic elements of nationalism. A short critical 
analysis of the much contentious ethnic versus civic nationalism debate is provided. The 
ethnic-civic nationalism debate is not considered to be a schema befitting the nationalist 
discourse. Instead, it is viewed as a heuristic device for uncovering the basics of the 
ideology of nationalism that have been inculcated through education. The analysis 
shows that ethnic and civic elements exist in varying degrees and combinations, 
depending on historical and contextual conditions.  
 The second part of the chapter concentrates on the construction of the national self 
through the construction and naming of ‘others’. Collective identity formation, besides 
underlining, imagining and/or inventing sameness, also entails stressing differences, 
which in turn constitute the boundaries of the community. Throughout the textbooks, 
people, nations and states are defined as the ‘others’ of Turkish national identity, and 
also as the enemies of the nation and the state. In line with the classification used in the 
textbooks, the presented ‘others’ of the nation are analyzed in the chapter in two 
categories, as the internal and external others.  
The fourth chapter, “In the Footsteps of the West? The Modern Men and Women 
of the Nation,” focuses on the analysis of the textbooks with respect to modernization 
discourses. From the eighteenth century onwards, the Western European-inspired 
changes defined the boundaries of the ‘modern,’ yet at the turn of the nineteenth 
century, modern came to be defined in the Ottoman Empire along with the concepts of 
nation and nationalism. These developments have been studied in the literature mainly 
by focusing on the late-Ottoman and the early-Republican periods. This chapter 
analyzes what is considered as modernization, the concept and the discourses of 
modernity, and their relation to the nation-formation processes by extending the focus 
onto a much broader time period, i.e., the whole Republican era. 
The chapter first presents the two basic classical approaches to the study of social 
change as provided by Weber and Marx. It then introduces the modernization and 
dependency paradigms, and their critiques to provide further insights, since the studies 
focusing on social and institutional transformations of the late-Ottoman and the 
Republican periods mainly work within these paradigms of social change. The chapter, 
following these theoretical discussions, focuses on the works of Mardin and Keyder, 
which provide valuable insight and tools for contextualizing and analyzing the social 
changes and transformations of the late-Ottoman and the Republican periods. This 
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review provides the background of the analysis of textbooks with respect to the 
modernization discourses. Besides using these two classical approaches of social change 
in Turkey as the background, the analysis of textbooks mainly drew insights from 
Foucault’s work. The analysis presented in this chapter also places specific emphasis on 
gender because the conceptualizations of the modern focuses specifically on the re-
gendering of the social order. The defining parameters and the boundaries of the 
modern self are analyzed in the chapter under two main themes: “the civilized national 
subject,” and “the bound modern self.” Under the first subheading, the analysis focuses 
on the prominent and acceptable practices, values and norms that were defined as 
signifying the so-called ‘civility.’ Under the second subheading, the constrained nature 
of modern men and women in relation to the nation, and the family as its micro-cosmos, 
is presented. 
The fifth chapter of the dissertation, “Militarization of the National Self,” 
introduces the concepts of militarism and militarization into the analysis. The chapter 
first presents theoretical discussions of militarism and militarization in order to define 
these concepts. Then it introduces the historical aspects of the relationship between 
nation-state formation and war-making, the introduction of conscription, and nation-in-
arms model in order to provide insights into the interdependency of the nation-state 
formation and militarization processes. The chapter underlines the intricate linkages 
between state and nation-building, nationalism, modernization and militarization 
processes. Building upon the insights presented by these discussions, the chapter, 
analyzes the militarization of education in Turkey through three basic themes: “the 
primacy of war, the cult of defense and military service,” “the glorification of the 
warrior identity as the national character,” and “the naturalization of violence and the 
exaltation of death.” The analysis of textbooks under these themes highlights the 
militarized dimensions of the nation-building processes, and the imagined military 
nation, as well as their reinforcement and legitimization through education.  
 32 
 
 
 
 
 
 
CHAPTER 2 
 
 
EDUCATION AND TEXTBOOKS: 
A THEORETICAL INTRODUCTION 
 
 
 
 
The eighteenth and nineteenth centuries are crucial periods in the histories of 
public education systems in Europe and the US. They are marked by such fundamental 
phenomena as modernization, industrialization, the rise of bureaucratized and class-
based social structures, the spread of nationalism, and the formation of nation-states. 
Many scholars have drawn attention to the opportunities and problems posed by these 
changes, which include the increasing involvement of states in the systems of schooling, 
and the linkages between this increasing involvement and the rise of mass systems of 
schooling. As public mass education increasingly assumed a state-sponsored and/or 
state-regulated mass character, it began to be used widely as an institution for political 
socialization and social legitimation. It also became an instrument for realizing the 
potential of individuals, creating social change (which at times is referred to as 
progress), and establishing social and political control. It has been continuously shaped 
by the state and by other actors from within and without (e.g., students, teachers, 
pedagogues, families, ruling classes, working classes, intellectuals), and has been a 
locus of contestation, struggle and resistance, configured along the relations of power. 
The first part of this chapter touches upon on the relations between education, 
modernization, and nation building. In doing so, it first concentrates on the literature on 
education from the angle of the explanations regarding the raison d’être of public 
education, and review the significant debates in the history of education regarding the 
rise of public mass school systems in eighteenth and nineteenth-century Europe and the 
United States. It then refers to the related arguments in political and social theory, and 
theoretical, socio-historical studies in nation-state formation and nationalism, as well as 
feminist studies on militarization. It looks for the “play of dependencies” established 
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between public education, on the one hand, and the development of the nation-state, 
nationalism, the processes of modernization, and the institution of universal military 
service, on the other. The second part of the chapter focuses on school textbooks, the 
major carriers of discourses defining the locus of education. It also provides a brief 
historical background on the studies on textbooks, and review the research conducted in 
this area in Turkey.  
 
 
2.1. Education, Modernization, Nationalism and Militarization 
 
 
The debates in the history of education about the rise of public mass school 
systems can be classified as the explanations based on liberal theory, the revisionist 
view (which stem from the Marxist debates about the nature of the capitalist state and 
which put emphasis on the rise of industrialization, urbanization and the need for social 
control), and the explanations influenced by Althusser’s reproduction thesis and 
Gramsci’s theory of hegemony, both concentrating on the particular nature of capitalist 
industry and its requirements. More recently, explanations referring to state-building, as 
well as the explanations focusing on patriarchy and gender, and Foucaldian insights 
have also enriched these debates. 
The first explanations regarding the origins of mass schooling offered by the 
students of the history of education were based on liberal theory, which was also known 
as the “Whig explanation.” According to this perspective, which was dominant until the 
1960s, “mass education was first stimulated by the Reformation, with the recognition by 
Protestants of the ‘proselytizing’ potential of schooling, and thereafter developed first 
and farthest in Protestant countries of northern Europe and the Puritan states of the 
north-eastern United States.”1 This early Protestant impulse was coupled with the 
intellectual thrust of the Enlightenment, and fed into the movement towards political 
democracy. Thus, the liberal view regarded public education as a means to substantive 
democratization. 
The liberal or the Whig perspective has been subject to wide criticism, and by the 
late 1960s, it had been succeeded by explanations which put emphasis on the rise of 
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industrialization and urbanization. This ‘revisionist’ view utilized the Marxist debates 
about the nature of the capitalist state.2 For instance, in Britain, the explanations 
regarding the origins of public education systems focused on the changing social 
conditions and the relationships occurring with industrialization, on class domination 
and change in the class structures. This approach is best exemplified in Richard 
Johnson’s work. Johnson, in his article “Educational Policy and Social Control in Early 
Victorian England”3 gives us an explanation about the nature of the educational 
enterprise in late-eighteenth and early-nineteenth century England, and analyzes the 
reasons for the development of mass education in this period.  
In this article, Johnson concentrated on the writings of one of the chief 
educational policy-makers within the British government in the 1840s. At the same 
time, he also analyzed the reports of the inspectors on public education in England. 
Johnson further compared these with the measures that are put forth with respect to 
public education in the Minutes of 1846, which designed educational practice. Linking 
the recurrent themes of the writings of the policy-makers and inspectors, the measures 
put forward in the Minutes, and the social conditions of the era, Johnson argued that the 
Minutes of 1846 was “an attempt to create powerful systems of control, centering upon 
the teacher as a social missionary and the school as a functioning centre of sound 
influences.”4 Thus, he concluded that the early Victorian attempts at diffusing mass 
education were indeed “a concern about authority, about power, about the assertion (or 
the reassertion) of control” in the face of the changes that came with industrialization. It 
was “through the capture of educational means” that an attempt was made to determine 
“the patterns of thought, sentiment and the behavior of the working class.” Schools were 
supposed to rear “a new race of working people –respectful, cheerful, hard-working, 
loyal, pacific, and religious.”5 As the last point in his article, Johnson set the lines of 
inquiry for future studies as the following: 
For if control was the essence of the phenomenon, explanation should 
centre, … upon points of contact between class cultures, upon social 
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relations of authority, and upon the ways in which these were changing in 
the late eighteenth- and early nineteenth-century England.6 
 
The connections between social classes and the origins of mass schooling, and 
their relation to the imposition of social control also assumed a central position in the 
literature in the United States. With respect to the revisionist debates there, Davey 
argues that they were “more influenced by anthropological notions of culture and 
structural functionalist sociological theories of socialization and social control.” While 
some revisionists emphasized specialization and role differentiation in a more complex 
urban, industrial society, others emphasized the changing social structure and problems 
of social order. According to them “the schools were forced into existence as a means of 
social control by the newly ascendant urban middle class.”7 Michael Katz’s The Irony of 
the Early School Reform, which focused on the north-eastern regions of the United 
States around the mid-nineteenth century, is considered to be one of the first and most 
significant examples of the studies on the social control thesis. In this study, Katz 
argued that reform of education and mass public schooling were favored by the middle 
class in the mid-nineteenth-century United States as a way of containing and controlling 
the forces unleashed by industrialization and rapid urbanization, and used to instill 
moral discipline in the populations.8  
Both Johnson’s and Katz’s works are indeed insightful studies showing the 
linkages between changing social conditions and changing educational practices. 
However, they are functionalist explanations, tying the origins of mass schooling to 
such structural changes as industrialization and urbanization, providing a mechanistic 
relationship between schooling and changing social conditions, and closing any space 
for agency. Although industrialization, urbanization, and the perceived need for social 
control can be among the reasons for favoring and attempting to establish public mass 
education, both -- the practices of the actors who take part in this process, and the 
public’s reception (including the students’ reception) of these changes --  need to be 
considered.  
Although both Johnson’s and Katz’s works are prominent examples of the social 
control approach, and insightful accounts of the developments in Britain and the north-
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eastern parts of the United States in the early and mid-nineteenth century, they do not 
provide universal and comparative explanations. In fact, in many countries the 
development of mass systems of schooling pre-dated industrialization. This is not only 
true for continental Europe, with Prussia being the seminal example, but also for a wide 
range of countries from Russia and Japan to the British colonies in Canada.9 
Considering these cases, it is hard to identify industrialization and urbanization, and the 
accompanying necessity of social control, as the only or the most prominent factors in 
the expansion of mass education. 
In the 1970s, the adequacy of these revisionist explanations on the origins of mass 
schooling, which were based on the process of industrialization and urbanization, and 
the concomitant need for social control, began to be questioned by some scholars. 
According to them, “it was the particular nature of capitalist industry and its 
requirements which was the motive force behind the establishment of mass school 
systems.”10 These new studies were mainly influenced by Althusser’s reproduction 
thesis and Gramsci’s theory of hegemony.11 Althusser provided the concept of 
“ideological state apparatus,” and drew attention to the question of how ideology helps 
the ruling class to re-produce capitalist production relations. According to him, ideology 
gives individuals the impression that they are the real authors of their actions. But this 
impression is mistaken or misleading. They are simply the bearers of prevailing 
relations of production. Education is regarded as one of the state apparatuses, which 
exercises ideological functions, and operates through creating consent.12  
 The key concept in Gramsci’s works is “hegemony.” According to Gramsci, 
ruling classes do not rule only by coercion, but they also rule by securing consent. Any 
power, to win hegemony (and consent), should find the way of equating its own 
interests with the interests of the whole society by diffusing its own world-view 
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throughout the society. Gramsci conceptualizes hegemony as “an inherently relational, 
as well as practical and dynamic notion.”13  
[Hegemony comprises] ‘spontaneous’ consent given by the great masses of 
the population to the general direction imposed on social life by the 
dominant fundamental group; this consent is ‘historically’ caused by the 
prestige (and consequently confidence) which the dominant group enjoys 
because of its position and function in the world of production.”14  
 
Gramsci, in his analysis, makes a distinction between civil society and political society 
(the state), and associates the notion of hegemony with the realm of civil society. Direct 
domination or coercion is associated with the realm of state. On the other hand, all the 
institutions and means mediating between the state and economy, like family, church, 
schools, the media, can be seen as apparatuses of hegemony, tying individuals to ruling 
authority by consent rather than coercion. 
One of the most prominent examples of these new neo-Marxist studies influenced 
from the works of Althusser and Gramsci is Samuel Bowles and Herbert Gintis’ 
Schooling in Capitalist America. In this widely cited study, published in 1976, Bowles 
and Gintis, analyzing the relationship between the educational system and capitalism, 
put forward a theory of reproduction. The central argument of their study concerns the 
role of public education in reproducing the social relations of capitalism. Focusing on 
the United States, they tried to present the “dominant effects of schooling and the 
structural mechanisms which produce these effects.” They argued that “the fit between 
schooling and work” is an essential structural characteristic of the education system.15 
In this study, Bowles and Gintis also analyzed how the school systems changed in the 
US in general, and in Lowell, Massachusetts in particular, in the early nineteenth 
century. They indicated that the public school systems came into existence to produce a 
productive workforce by inducting the children into a new set of roles and routines in 
line with the needs of industrial capitalism. They argued that: 
There can be little doubt that educational reform and expansion in the 
nineteenth century was associated with the growing ascendancy of the 
capitalist mode of production. Particularly striking is the recurring pattern of 
capital accumulation in the dynamic advanced sectors of the economy, the 
resulting integration of new workers into the wage labor system, the 
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expansion of the proletariat and the reserve army, social unrest and the 
emergence of political protest movements, and the development of 
movements for educational expansion and reform. We find also a recurring 
pattern of political and financial support for educational change: While the 
impetus for educational reform sometimes came from disgruntled farmers 
and workers, the leadership of the movements – which succeeded in 
stamping its unmistakable imprint on the form and direction of educational 
innovation — was without exception in the hands of a coalition of 
professionals and capitalist from the leading sectors of the economy.16 
 
As seen above, according to Bowles and Gintis, the growing pressure for public 
education in the early nineteenth century came from the coalition of capitalists, mainly 
manufacturers, and professionals, and was related to the needs of industrial capitalism. 
“Creating, controlling, and extracting ever-increasing amounts of work from a 
permanent labor force” were the essential problems of the times that had to be dealt 
with.17 Because of the vital role of education in the economic system, the support for 
public education among the employers became virtually unanimous. According to this 
view, the reasons why most of the larger employers supported public education were 
related to the “hidden agenda”, which was indeed the inculcation of subordination and 
obedience. Bowles and Gintis also mentioned that the objectives of this coalition of 
professionals and capitalists were not confined to the inculcation of mere obedience and 
subordination.  
The schools must train young people, argued Mann, so that the citizen of 
tomorrow will “…think of duty rather than of the policeman.” A stable body 
politic and a smoothly functioning factory alike required citizens and 
workers who had embraced and taken on as their own the values and the 
objectives of those in authority.18 
 
Bowles and Gintis argued that it was the moral influence of school that was deemed 
crucial. The habits that the school was supposed to inculcate in the children in forming 
their character were, besides obedience and subordination, attention, self-reliance, 
orderliness, neatness, politeness, courtesy and punctuality. According to the perspective 
of the promoters of educational reform and expansion, these were the habits that would 
increase the productive capacities of the workers.19 
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As seen from this brief review, Bowles and Gintis’ work presents a critique of 
liberal theory, and is based on a much more sophisticated theoretical foundation than 
the social control theory. In fact, they indicated that “no very simple or mechanistic 
relationship between economic structure and educational development is likely to fit the 
available historical evidence.” They also noted that the “political factors have 
intervened between economic structures and educational outcomes in complex and 
sometimes, apparently contradictory, ways.”20 However, despite the fact that they 
stressed the complexity of the relationship between economy and education, and 
acknowledged the existence of other factors besides economic ones, they posited a 
structural-functionalist argument, directly linking both the structure of schooling and its 
historically specific character to the systemic needs of capitalism. They defined people 
in terms of their positions within the system, as if the positions of the capitalists and the 
reformers were pre-determined by the system itself. The outcome of educational reform 
is described in a teleological way. Other than noting that the Irish community fought for 
its own schools21, Bowles and Gintis treated the masses as submissive objects.  
Besides these functionalist limitations, the over emphasis on mass 
industrialization creates other limitations. As mentioned earlier, public education was 
implemented in various areas before the industrialization process. Thus, the work of 
Bowles and Gintis should be regarded as a case study for the US; it does not provide 
universal explanations. This structural-functionalist focus on the needs of capitalist 
economy, led them to disregard other dynamics such as the power struggles that arise 
within the modern state, and the processes of building a body politic, and nation 
formation. Although Bowles and Gintis stressed the educational reformers’ and the 
employers’ concern for creating “a stable body politic” with citizens aware of their 
duties, again they connected this concern to the necessities of capitalist production. 
They passed over this point by stating that a productive labor force required not mere 
obedience but also self-control, and did not delve into such explanatory notions as state, 
nation, and citizenship. 
Another article “Notes on the Schooling of the English Working Class 1780-
1850,” again by Richard Johnson, appeared about the same time as Bowles and Gintis’ 
work. In this article, Johnson refrained from focusing exclusively on the social control 
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approach, which he had done in the “Educational Policy and Social Control in Early 
Victorian England.” Instead, he utilized the Gramscian notion of hegemony in analyzing 
the formation of public education system in England.22 He argued that this process was 
linked to two other processes; the Industrial Revolution, and the reassertion of class 
control. According to this argument, modern industry needed “new elements in human 
nature,” and “the learning of new relations.”23 Not mere social control, but 
transformation of popular culture was also required in the transition to industrial 
society. Not only were the changes in the education system, but all the liberal policies of 
the early 1800s, such as New Poor Law, were related to this required transformation of 
culture.24 Johnson also asked “why bourgeois educational responses were thrust into a 
new mode in the 1830s.”25 In his analysis, Johnson focused on the arguments of three 
main groups of educators, and situated these in the socio-historical context. The three 
groups he studied are the monitorialists, radical working class educators (especially 
journalists of the radical press), and the liberal ‘experts’ of the 1830s. His answer to the 
question of why bourgeois educational responses changed from the monitarialists’ crude 
power-oriented methods to liberal policies of the 1830s was based on two 
developments: class cultural conflict, and crisis in hegemony. 
The end of the eighteenth and the beginning of the nineteenth centuries were years 
when working class radicalism was at its peak. Especially with the Chartist movement, 
the working-class challenge and the crisis in hegemony were widely recognized. As 
Johnson stated, “popular radicalism from its origins in the 1790s possessed its own 
educational traditions,” and the cultural conflict between the monitorialists and the 
radical working class educators resulted in the reworking of the hegemony, with the 
policies of the 1830s being a part of this process.26 Johnson explained this “crisis in 
hegemony” and its re-establishment in the following way:  
Working class radicalism did constitute a threat to the propertied classes, 
even momentarily and usually from limited regional bases to the security of 
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the state. But a challenge was also posed, over a longer period, to the 
cultural hegemony of the dominant classes. One way of viewing the social 
history of the whole period from the 1790s to the mid-1840s is as an 
extended war over winning consent, a prolonged crisis in hegemony, 
marked by partial stabilizations but also, in default of this, the repeated use 
of the rather underdeveloped coercive apparatuses of the state to reinforce 
the economic power of the gentry and industrial bourgeoisie. It was not until 
1840s that … hegemony was re-worked in new forms. Formal educational 
institutions and their corresponding politics have come, in a later period, to 
play a large part in the processes of hegemony. In this period, schooling as a 
public if not a state apparatus was actually forced into existence in England 
by the collapse of older systems of control.27 
 
Johnson’s study is indeed an insightful and comprehensive one. He did not posit a 
theory based only on functional-structural factors, such as the needs of industrialization 
and capitalism, but conducts a multi-leveled analysis, and examines actor strategies and 
forms of resistance. Johnson also drew attention to the limitations of his work with 
respect to reception of educational curricula by the masses and cultural reproduction. He 
indicated that “it is not to be supposed that the effects [of educational expansion] were 
those that were intended.” He also stated that schools are “merely one of the means of 
cultural reproduction,” and that they also reproduce forms of resistance.28 Cautiously 
disavowing any notion of perfect reproduction or wholesale transformation through 
schooling, Johnson stressed the significance of actor (i.e. students, teachers, families) 
strategies such as resistance or instrumental utilization of schools.29 Despite all these 
valuable insights, Johnson’s emphasis on industrialization makes his analysis applicable 
mainly to the British case, and prevents it from being a universal explanation. However 
replacing Johnson’s emphasis on industrialization with modernization (a broader term 
which may or may not include mass-scale industrialization, and can be taken to include 
proto-industrialization, development of bureaucracy, the modern state, etc.) provides us 
with useful tools for further analysis. Modern society indeed entailed a different culture 
than agrarian society for its realization and preservation --what Johnson refered to as 
“new elements in human nature,” and “the learning of new relations.”  
In recent decades, these revisionist and European Marxists theory based studies on 
the raison d’etre of public education and educational reform have been challenged by 
explanations referring to state-building and governance, as well as the analyses based on 
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Michel Foucault’s work. This challenge initially came from the scholars working within 
the disciplines of history and sociology, whose specific agenda was hardly analyzing the 
history of schooling. As Green stresses: “a key moment in this regard was clearly the 
publication in 1985 of Corrigan and Sayer’s book, The Great Arch: English State 
Formation as Cultural Revolution,” which was in a sense documenting the ways in 
which the state “has educated its subjects into their national class and gender roles.”30  
Around the same dates, the sociologist Bruce Curtis provided a novel analysis of 
state formation and its relation with education in the context of nineteenth century 
Canada in his article “Preconditions of the Canadian State: Education Reform and the 
Construction of a Public in Upper Canada.” Here Curtis criticized the neo-Marxist 
works on educational reform and the origins of publics mass educational for their 
economically deterministic understanding of causality (development of state schooling 
as the result of the effects of industrial capitalism). Drawing mainly from Foucault’s 
insights to construct his argument, he argued that the educational reformers in Upper 
Canada “attempted to construct a public, to create and to extend a sphere of 
classnessness in which the state could rule through impartial administration.”31 He 
stressed that the construction of a state educational administration transformed the 
debate over education “from one over competing and conflictual forms of education 
into one over the management of a state form.”32 In his book Building the Educational 
State: Canada West, 1836-71, Curtis further argued that the internalization of discipline 
and moral responsibility was indeed seen as a precondition for the political order. State 
schooling in this sense was used to “anchor … the conditions of political governance in 
the selves of the governed.”33 
More recently, Ian Hunter in “Assembling the School” provided a rather different 
explanation of the origins of public education again by utilizing Foucault’s works. 
Hunter argued that the school, rather than being “an agency of economy or of the 
Repressive Apparatuses,” is a “form of disciplinary and bureaucratic governance,” and 
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works through a variety of technologies of domination.34 He stressed that the rise of the 
first popular school systems in Europe was specifically related to the religious efforts of 
“the Reformed Churches to Christianize the European peasantries, as a method of 
‘injecting religion into daily life’.”35 Thus, Hunter further argued that state schooling 
“must be seen instead as the outcome of technical faculties of administration and as a 
vehicle for transmitting of pastoral pedagogy.”36  
The significance of Foucault’s works should indeed be considered with reference 
to a broader framework: the intellectual tradition of post-structuralism, which 
presupposes a different understanding of history and historical writing, and a different 
conceptualization of subject formation. According to this understanding, history does 
not have a center and a logical structure; it is only contingency that counts and matters. 
Similarly, discourse is not a mere reflection of the real world, but in a sense constitutes 
it. Foucault’s historical description of discursive practices, defined by him as 
archeology, “consists of … treating discourses … as practices that systematically form 
the objects of which they speak.”37 As Barret suggests, Foucault’s elaboration on 
discourse highlights discourses as producing their own objects: criminality and sexual 
deviance, for instance, becomes an object of medical and psychiatric discourses.38  
Foucault’s concept of discourse is closely connected with other broader issues like 
the question of power-knowledge and the constitution of subject. His definition of 
discourse underlines the specific relation between bodies of knowledge and disciplinary 
practices. The object of Foucauldian historical inquiry is ‘power-knowledge.’ Foucault 
maintains that power produces knowledge and that “power and knowledge directly 
imply one another.” This means that “there is no power-relation without correlative 
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constitution of a field of knowledge, nor any knowledge that does not presuppose and 
constitute at the same time power-relations.”39  
Foucault’s account of the relationship between power and knowledge consists of 
several important elements. One of these elements is his conceptualization of modern 
power. He offers a new definition of power which is explained neither in terms of social 
and economic structures nor social actors and their corresponding interests, but rather 
through micro strategies and technologies adopted in numerous practices. The new 
physics of power confined the everyday life of human beings -- modern power is now 
everywhere, in all forms of social relations. Power, for Foucault, “is exercised rather 
than possessed.” This power “is not the ‘privilege’, acquired or preserved, of the 
dominant class, but the overall effect of its strategic positions – an effect that is 
manifested and sometimes extended by the position of those who are dominated.”40 
Power is no more a negative force, acting from an external location to limit and repress, 
but coming from everywhere; it is creating, controlling and managing. It does not have 
one location, one center, but various local points, operating through various 
technologies at the macro and micro levels. Foucault’s theory of power also involves a 
new definition of subject constituted by the power itself. Foucault proposes that 
The individual is not to be conceived as a sort of elementary nucleus, a 
primitive atom, a multiple and inert material on which power comes to 
fasten or against which it happens to strike, and in so doing subdues or 
crushes individuals. In fact, it is already one of the prime effects of power 
that certain bodies, certain gestures, certain discourses come to be identified 
and constituted as individuals. The individual, that is, is not the vis-à-vis of 
power; it is, I believe, one of its prime effects. The individual is an effect of 
power, and at the same time, or precisely to the extent to which it is that 
effect, it is the element of its articulation. The individual which power has 
constituted is at the same time its vehicle.41  
 
Foucault’s work also implies a critique of modernity. In his article, “What is 
Enlightenment?” Foucault makes a general reflection on the “attitude of modernity.” 
For Foucault, modern philosophy “simultaneously problematizes man’s relation to the 
present, man’s historical mode of being, and the constitution of the self as an 
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autonomous subject.”42 In this sense, “a permanent critique of our historical era” 
provides the possibility of an investigation of the questions of “what we are, what we 
think and what we do today.” Foucault also offers a critical conceptualization of our 
historical era. Modern society, for Foucault, is characterized by the new disciplinary 
technologies of power. His book Discipline and Punish looks at the emergence of new 
technologies and strategies of power-knowledge at the beginning of the nineteenth 
century. Power now relies on new means of surveillance and discipline, crystallized in a 
series of new institutions like schools, prisons, factories, hospitals; the result is the 
“disciplinary society”. Foucault asserts that  
The historical moment of the discipline was the moment at which an art of 
the human body was born, which was directed not only at the growth of its 
skills, nor at the intensification of its subjection, but at the formation of a 
relation that in the mechanism itself makes it more obedient as it becomes 
more useful, and conversely. What was then being formed was a policy of 
coercions that act upon the body, a calculated manipulation of its elements, 
its gestures, its behavior… it defined how one may take a hold on others’ 
bodies, not only so that they may do what one wishes, but so they operate as 
one wishes, with the techniques, the speed and efficiency that one 
determines. Thus the discipline produces subjected and practiced bodies, 
‘docile bodies.’43  
 
In his more recent works, the problem of government constitutes a central place, 
and he defines power in a new way. He argues that: 
since the sixteenth century, a new political form of power has been 
continuously developing. This new political structure, as everyone knows, is 
the state… The state’s power… is both individualizing and a totalizing form 
of power. Never, I think, in the history of human societies… has there been 
such a tricky combination in the same political structures of 
individualization techniques and of totalization procedures.44  
 
According to him, this period also witnessed the rise of “the art of government” which 
was then “supplanted by the administration of bodies and calculated management of 
life.”45 He asserts that a transition took place in the eighteenth century “from an art of 
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government to a political science, from a regime dominated by structures of sovereignty 
to one ruled by techniques of government.”46 Foucault’s definition of governmentality, 
in this sense, ranges from the objectification of the self to the management of 
population. As Rabinow interprets, “as the fostering of life and the growth and care of 
population becomes a central concern of the state, articulated in the art of government, a 
new regime of power takes hold.”47 This new regime, Foucault refers to as bio-politics, 
is also closely linked to the rise of modern society and the development of capitalism: 
[T]here was a rapid development of various disciplines – universities, 
secondary school, barracks, and workshops; there was also the emergence, 
in the field of political practices and economic observation, of the problems 
of birth rate, longevity, public health, housing, and migration. Hence there 
was an explosion of numerous and diverse techniques for achieving the 
subjugation of bodies and the control of populations, marking the beginning 
of an era of ‘bio-power.’48 
 
The works of Foucault have had a growing impact on educational studies since 
the beginning of the 1990s. The current interest in Foucauldian analyses focuses on 
exploring the complex power relations involved in schooling. As Popkewitz points out: 
“This challenge [in the field of education] to Marxist theories is not to displace them,” 
but instead “to recognize that there are certain changing conditions in the construction 
of power that are not adequately articulated” through these theories.49 For instance, 
referring to Discipline and Punish, the school and the classroom are regarded as 
apparatuses which function to define power relations in terms of everyday life. As Ball 
interprets “In the nineteenth century they [the school and the classroom] emerged as 
particular organizations of space and persons experienced by virtually all people, at one 
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and the same time totalizing the power of the state and producing and specifying 
particular individualities.”50 
In fact, the studies reviewed up to this point provide partial explanations, and the 
complex dependencies between public education and the processes of state and nation- 
building, modernization, and militarization, as well as nationalism need to be examined 
more. The following discussion aims to provide further insight into the dependencies 
between these processes and discourses. The succeeding pages analyze the intricate 
linkages between public education and the development of the nation-state (the latter 
being closely related to modernization, nationalism, and universal mandatory military 
service) referring to the related arguments in political and social theory, as well as the 
theoretical and socio-historical studies in nation-state formation and nationalism.  
Ernest Gellner in his major study Nations and Nationalism, which is a widely 
referred one within the scholarship of nationalism, concentrated on cultural change and 
public education as the main elements in the formation of nations and nationalism. In 
this study, he argued that national movements create nations, and that both, nations and 
nationalisms, result from the cultural transformations necessary for modernization.51 
Gellner defined three types of societies: the hunter-gatherer, agro-literate and the 
industrial society. The agro-literate society was characterized by a differentiation 
between “high” and “low” cultures; the former is the culture of the elite, whereas the 
latter is defined as belonging to the masses. The modern era is defined by the industrial 
society, and it is an era of progress, mobility, continuous economic growth, depending 
upon specialization realized in terms of social and economic division of labor. 
According to Gellner, the industrial society required a different culture than the agro-
literate one for its actualization and preservation. A homogenous and egalitarian 
population with specialized and capable persons was necessary for the realization and 
flourishing of industrial society. He further argued that the way to realize such a society 
was through universal, standardized and generic public education. This process of “exo-
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education” transformed the high culture of the elite into a broadly shared one.52 As 
traditional culture was replaced by the new culture of modernity through public mass 
education, this process also turned people into citizens. In fact, Johnson’s emphasis on 
industrialization and the accompanying necessity of cultural transformations has 
similarities with Gellner’s arguments presented here.53 Although Gellner’s theory is 
rather functionalist, places too much emphasis on industrialization, and overemphasizes 
the effects of mass education, it provides valuable insight with respect to the linkages 
between public education, modernization and nation-formation -- the aspects which are 
indeed missing in Johnson’s analysis. Yet these relations need to be examined more, 
and his arguments need to be refined.  
A more nuanced and detailed study on modernization and nationalism, focusing 
also on cultural transformations, is Benedict Anderson’s Imagined Communities. In this 
book, Anderson argued that nationalism is a historical contingency, and nations are 
cultural artifacts, “imagined communities.”54 According to this argument, nationalism 
emerged towards the end of the eighteenth century due to the historical-social 
conditions which were related with the advent of modernity, and once created, became a 
ready-made model. The historical-social forces to which Anderson refered are the 
decline of the religious community, and the dynastic forms of legitimation, as well as 
the emergence of a new sense of temporality with its new conceptions of time and 
space. The gradual decline of the former two, the religious community and the dynastic 
forms of legitimation, provided the historical and geographical space necessary for the 
rise of the nations, while the latter, the new sense of temporality, was the direct result of 
the modernity. Although Anderson presented these historical-social forces as necessary, 
he did not regard them as sufficient conditions for the realization of nationalisms and 
the establishment of nations as imagined communities. He specifically stressed the 
importance of “print-languages.” The printing process coupled with a new mode of 
production, namely print-capitalism, led to the creation of print languages, due to the 
inherent logic of capitalism. Print languages formed the bases for national 
consciousness through various processes such as standardizing the language below the 
high languages as Latin and above vernaculars, creating unified fields of exchange and 
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communication (through newspapers and novels), and forming languages of power as 
the administrative languages.  
Besides these general factors, according to Anderson, there were also contextual 
factors which led to different types of nationalisms, if not typologies. He presented the 
first examples of nationalism as “Creole nationalisms,” which were the national 
movements that rose in Latin America. He argued that these movements were led by 
Creole elites (and not by the intelligentsia), and language did not play an important role 
in these movements. Moreover these movements were not only due to suppression or 
the liberalizing effect of the Enlightenment ideals, but also due to the fact that each 
republic had been an administrative unit which led to the development of a 
consciousness supported by administrative pilgrimages. These first examples of 
nationalism were followed by “European nationalisms.” Anderson considered the 
earlier examples of European nationalisms as different from the Creole nationalisms. 
First, these nationalisms had models which they could apply. Second, these were 
popular vernacular-based nationalisms; print-languages were an important factor in their 
formation. The consumers of the material produced by this vernacular press were “the 
families of the reading classes –not merely the ‘working father,’ but the servant girded 
wife and the school-age children.”55 
The lexicographic revolution in Europe, however, created, and gradually 
spread, the conviction that languages (in Europe at least) were, so to speak, 
the personal property of quite specific groups –their daily speakers and 
readers– and moreover that these groups, imagined as communities, were 
entitled to their autonomous place in a fraternity of equals.56 
 
Such developments created political problems for many dynasties, eroding their 
bases of legitimacy. In an attempt to reassert their legitimacy, they tried to model these 
new formations, by setting “language-of-the-state.” These developments led to the 
creation of “official nationalisms.” Official nationalisms developed after, and in 
reaction to, the popular national movements proliferating in Europe. According to 
Anderson, “these nationalisms were historically impossible until after the appearance of 
popular linguistic-nationalisms, for, at bottom, they were responses by power-groups – 
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primarily, but not exclusively, dynastic and aristocratic – threatened with exclusion 
from, or marginalization in, popular imagined communities.”57 
Anderson’s temporal sequencing of nationalisms ended with the “colonial 
nationalisms” as the last-wave. He argued that  
[colonial nationalisms] took from linguistic European nationalism its ardent 
populism, and from official nationalism its Russifying policy-orientation. … 
This is why so often in the nation-building policies of new states one sees a 
genuine, popular nationalist enthusiasm and a systematic, even 
Machiavellian, instilling of nationalist ideology through mass media, the 
education systems, administrative regulations, and so forth.58 
 
The modern-style education system of the colonial state, “in part to produce the 
required subordinate cadres for state and corporate bureaucracies,” was one of the main 
factors in generating an imagined national consciousness in the colonized country.59 
This development was due to both the content, and the centralized and standardized 
structure of the education system. These nationalisms were indeed led by bilingual 
intelligentsias who came into existence through such colonial education. Through this 
education, they attained the means necessary to acquire American and European ideas 
and models on nationalism. They also gained national consciousness through 
educational and administrative pilgrimages.  
Anderson’s study presents us with a thorough and insightful analysis of the 
intricate relations between nationalism, development and enhancement of the modern 
state and modernization processes, linking these to the nature of capitalism and the 
development of capitalist economy. Print languages, the standardization of language 
and its dissemination among the public, settling of the languages-of the-state, and the 
following measures directed at its inculcation are in fact related to the development of 
mass education. Anderson also specifically elaborated on the significance of modern 
public education, with its centralized and standardized structure, in the realization of the 
official and colonial nationalisms. For further insight and analysis of these relations 
between education and nationalism, in the following pages, specific historical case 
studies are referred to. 
Hobsbawm’s Nations and Nationalism Since 1780 can be regarded as such a 
historical case study on the development and change of the phenomenon of nationalism 
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from the late eighteenth century onwards – a time when the “nationalist programmes 
acquire mass support.”60 In this study, Hobsbawm argued that nationalism generally 
attained mass support in the aftermath and as a consequence of the creation of a national 
state.61 He abided by Gellner’s definition of nationalism, and stressed that the rise of 
nationalism is dependent upon the “intersection of politics, technology and social 
transformation.” His account of nations and nationalism (since the late-eighteenth 
century) took into consideration the political, economic, administrative and 
technological changes, and focuses on both the processes of modernization from above, 
and the reactions from below.  
As Hobsbawm focused on the processes of modernization from above, he also 
paid specific attention to the issues of language and mass education, the latter realized 
through primary public education and universal mandatory military service.  He stressed 
that “All the more so as the two great institutions of mass education, primary school 
and army, brought some knowledge of the official language into every home.”62 With 
respect to the significance of the primary schools, Hobsbawm further argued that 
Naturally states would use the increasingly powerful machinery for 
communicating with their inhabitants, above all the primary schools, to 
spread the image and the heritage of the ‘nation’ and to inculcate attachment 
to it and to attach all to country and flag,  often ‘inventing traditions’ or 
even nations for this purpose.63 
 
These government attempts at “ideological engineering” were in fact, for the most 
cases, not only exercises of “pure manipulation from above,” but built upon the already 
existing sentiments. Furthermore, the governments were not totally able to control the 
forces they had released. 
 Hobsbawm’s study is a generalized one focusing on a historical account of nations 
and nationalism, analyzing these with respect to the development and enhancement of 
the modern state and modernization processes, as well as the development of capitalist 
economy. He also presented a more general analysis of the relations between language, 
education, military service and nationalism. The following pages discuss much more 
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specific historical case studies: Eugene Weber’s, Peasants into Frenchmen and Isser 
Woloch’s The New Regime. These two seminal studies are based specifically on the 
history of France, and focus on the dependencies between the development of the 
modern state, and the development of public education, as well as the processes of 
modernization, militarization and nation-formation.  
In Peasants into Frenchmen: The Modernization of Rural France 1870-1914, 
Weber focused on the making of the French nation, and looked at how the policies of 
the Third Republic created a sense of French nationality in the rural areas of the 
country. This argument was at the time pretty very contradictory to the official and 
mainstream views about the formation of French nation-state. As Weber pointed out:  
By 1808, as Hippolyte Taine asserted in his preface to The Origins of the 
Revolution in France, “all of France’s traits” were “set and definitive.” This 
is pretty much what the schoolbooks of the Third Republic taught: one 
people, one country, one government, one nation, one fatherland. This is 
what historical studies expounded and still expound an axiom most recently 
repeated by Albert Soboul: “The French Revolution completed the nation 
which became one and indivisible.”64 
 
However, what claimed to be a description of France in textbooks and in the historical 
studies was more of an unfinished blueprint rather than the way things were. Until the 
late nineteenth century, “the larger abstraction” of patrie (fatherland) was far from the 
“immediate experience of a man’s pays [region]”.65 
As Weber set out to show “how undeveloped France was integrated into the 
modern world and the official culture of Paris, of the cities”, he first took the reader 
back to the nineteenth-century traditional village, and described the daily life, 
conditions, and mentalities there.66 In the late-nineteenth century, despite the 
Revolutions of 1789 and 1848, most of France consisted of an isolated country side and 
impoverished peasant communities. French was a foreign language for over one-quarter 
of the population.67 As Weber described, this was “a France where many did not speak 
French or know (let alone use) the metric system, where pistoles and ecus were better 
known than francs, where roads were few and markets distant, and where a subsistence 
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economy reflected the most common prudence.”68 The policies of the Third Republic 
resulted in “a sort of precipitation process”: “material conditions, mentalities, political 
awareness, all underwent massive alterations.”69 The construction of secondary 
transportation networks (railways and roads), the experience of military service, and the 
development of the public school system acted as “the agencies of change.”70 Unlike the 
arguments that focus on education as the main agent of change, here, the argument was 
that the schools’ “success was an integral part of a total process.”71 Weber stressed that  
Like migration, politics, and economic development, schools brought 
suggestions of alternative values and hierarchies; and of commitments to 
bodies other than the local group. They eased individuals out of the latter’s 
grip and shattered the hold of unchallenged cultural and political creeds—
but only to train their votaries for another faith.72  
 
All these processes resulted in the assimilation of the countryside by urban institutions, 
values, and culture. The process was akin to colonization.73 Popular cultures 
disintegrated and were replaced by the official culture of the elite. 
In his study, Weber examined a wide range of materials, such as school records, 
migration patterns, travel accounts, military service documents, economic trends, and 
the folkloric literature (festivals, proverbs, dances, songs, etc.). The book is an 
ambitious synthesis of all these materials and documentation. There have indeed been 
questions about how accurate and representative Weber’s account of French history 
was. It is argued that he simplified the complexity of rural social structure. The timing 
and the extent of the changes he described are also questioned. For instance,  
Reed-Danahay, in her study of the relations between schooling and family strategies in 
a village in the south-central France, argues that even in the 1980s, these people “had 
not, as Weber (1976) concluded, made the transition from ‘peasants into Frenchmen.’”74 
However her argument does not present a complete refutation of Weber’s thesis, since 
she further argues that this peasant community “forged an identity that allowed the 
coexistence of both rural Auvergnat [the name of the village where ethnographic reach 
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was conducted] identity and French national identity.”75 The development of a new 
identity, which carries the elements of the local and national identities, indicates that the 
transformations Weber argued had in fact occurred, but in locally specific ways. 
Although original and informative, as he himself also indicated, Weber’s study is not a 
definitive one, but a “suggestion of the work still to be done.”76 Yet it provides valuable 
information about the relations between the development and enhancement of the 
modern state, modernization, public education, the introduction of universal military 
service, and nation-formation, and proves to be an excellent beginning for further 
analyses of these processes. 
In his The New Regime: Transformations of the French Civic Order, 1789-1820s,  
Woloch also focused on France and highlighted the continuities and the changes that 
took place in the aftermath of the Revolution with the establishment of a new regime.77 
The study unfolded along the following question: “What civic values animated the new 
regime, what policies did it adopt, what institutions did it established, and how did they 
fare when carried into practice?”78 It provided detailed analysis of the primary material 
on the organizations and reorganizations of the civic order –“the values, policies, and 
institutions at the juncture of state and civil society”-- throughout the late-eighteenth 
and early-nineteenth centuries.79 Woloch argued that the new regime was based on the 
“new, integrative ideology of national unity and civil equality,” which meant a new kind 
of polity with new laws, new structures and new values.80  
Although Woloch excluded from his analysis issues such as state-church relations, 
state intervention between labor and capital, secondary education, his analysis is full of 
rich and detailed information and facts. He showed that the new regime tried to create a 
new administrative framework which would allow central control over the polity. 
Besides the forging of a novel administrative framework, his analysis also focused 
extensively on the rise and decline of political participation, the integration of rural 
institutions to the central government, the development of centralized and standardized 
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policies of primary education, the introduction of poor relief, the renovation of the 
judicial system, and the implementation of a permanent system of military universal 
conscription. He showed that the changes Weber put forth as being realized in France 
by the end of the late-nineteenth and early-twentieth centuries were already underway 
after the Revolution of 1789, at least in the form of ideas. The first attempts for 
realizing these changes, though not necessarily successful, were made in the aftermath 
of the Revolution. These initiatives were followed by a series of others, as well as 
retreats and reformulations. 
In this analysis, Woloch concentrated extensively on the origins and enhancement 
of public education. Primary education was already established in many regions in 
France before the Revolution, mainly due to the Church’s belief in the cause of literacy 
in serving against heresy. It was supposed to reproduce the local social order and 
promote piety. He argued that with the Revolution, primary public education acquired a 
central position in the ideology of the new regime. This new significance was in part 
related with the vacuum created by the destruction of the Church’s corporate autonomy. 
Yet as Woloch stressed there were also other reasons: 
[M]ore was involved than filling a vacuum. Education quickly assumed an 
unparalleled ideological and instrumental importance. The revolutionaries 
came to regard universal primary schooling as the hallmark of a progressive 
nation and as a key to the future prospects of the French people.81 
 
Now primary education was regarded as an institution and a tool of the state. The 
primary schools would teach the elements of republican morality, and inculcate “the 
republic’s secularizing moral vision”, thus transforming the society.82 As Woloch 
pointed out, the governments taking over after 1789 repeatedly asserted that “the fate of 
the Republic depended on regenerating the people through education.”83 They provided 
various master plans all of which proposed measures that would bring primary 
education under state supervision, and make universal primary schooling normative and 
secular.84 Although the governments in power in the aftermath of the Revolution 
attempted to realize state penetration in and through primary public education, they 
were not really successful in the beginning. Yet, as Woloch stressed, these attempts 
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were continuously carried out, bringing primary education increasingly within the 
sphere of the state.85 
In this study, Woloch also focused on the practice of military service in the after  
the Revolution, and argued that military service based on universal conscription had 
been the most controversial issue in the countryside, and yet became the most decisive 
institution that increased the power of central government over the localities and 
individuals. The measures undertaken in this area by the new regime, and especially the 
ones introduced by Napoleon, strictly subordinated all parts of the country to the central 
government, leading to the integration of the body politic. Woloch argued that:  
By Napoleon’s choice, conscription constituted the ultimate frontier of state 
building, of the articulation of the administrative state projected by 
Revolution. … Under the relentless pressures of the state…. became a 
cornerstone of the new civic order.86 
 
These two seminal studies by Weber and Woloch highlighted the intricate 
linkages between the development of the modern state, and the development of public 
education, as well as the processes of modernization, militarization and nation-
formation. More direct analyses of the relations between public education, militarization 
and the military can be found in the recent works of various feminist scholars. Ayşe Gül 
Altınay, in her The Myth of Military Nation, concentrates on how the military service 
and education has been seen as “the nation’s two fronts” in Turkey by the ruling elites, 
and how they were utilized in building of the nation.87  
In another study, Lutz and Bartlett provide insights to the militarization of 
education and its relation with the processes of industrialization, and national identity 
formation, as well as the growth of the modern state and technologies of governing, 
through an analysis of the Junior Reserve Officer Training Corps (JROTC) program’s 
origins in the US. Drawing from Katz’s work, Lutz and Bartlett argue that public 
education in the US in the late nineteenth and especially in the early-twentieth century, 
increasingly “invoked [in the schools] a military model, along with a factory model, as 
routes to the desired hierarchization, specialization, rationalization, and 
standardization.” This was especially the case with respect to the crowded urban schools 
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which “imitate aspects of the military organizational model because the two institutions 
were sometimes seen as confronting the same problem – that of controlling and training 
large groups of dangerous young people.”88 They further argue that developing social 
cohesion and national identity became particularly important during the early twentieth 
century, as a response to mass immigration and the increasing organization of labor. In 
this context, “military training and several other features of high schools in this period 
have been seen as attempts to manage or otherwise respond to class and racial 
conflict.”89 
From the late-nineteenth century onwards in the US, both in and outside of 
schools, a variety of military and paramilitary youth training programs emerged. The 
JROTC program originated and was introduced to the public schools during the First 
World War. Lutz and Bartlett stress that the program was indeed promoted by civilian 
rather than military elites, and the idea behind its development was not teaching military 
skills to students, but rather “to recruit and develop public support for military 
definition of the situation.”90 The program’s central target was to “reverse moral decay 
among youth, provide citizenship training for immigrants, and inculcate much needed 
discipline and respect for authority.”91 Lutz and Bartlett further argue that the JROTC 
program has been expanding rapidly during the 1990s. They stress that the program has 
been recently promoted as providing help and discipline for “at-risk” students (a 
“racially coded discourse” mostly used to refer to black and male students), and as 
aiming to “make better Americans.”92 Yet, its dominate claim that “soldiering is the 
avenue to citizenship for minorities” has not changed over the years.93 
Cynthia Enloe also draws attention to the JROTC program in the US public high 
schools, and its role in the militarization processes in Manuevers. Enloe highlights the 
content of the JROTC’s American history curriculum which glorifies the military in the 
country’s development, and its militarizing role. She explains the radical expansion of 
the JROTC program during 1990s, with the acquiescence of the public in the military’s 
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argument that “in post-Cold War America, militarized training in high school will instill 
discipline in ’marginal’ students, will teach patriotism, and will provide a post-school 
career track.”94  
Jackyln Cock’s work provides an extreme case of militarization of public 
education where the military-based education programs are directly introduced to the 
white educational system in South Africa. The Youth Preparedness Program was 
introduced in 1972 as a compulsory subject to all white schools. The school cadet 
system, which was officially launched in 1976, was linked to this program. It exposed 
students to paramilitary training, and was coordinated by the South African Defense 
Force (SADF). It specifically emphasized military preparedness, discipline and 
patriotism, and was described by the military officials as “an attempt to cultivate the 
military spirit,” and “a positive attitude” towards the SADF.95 According to the 1986 
Cadet Training Manual, students were to be “warned of the ‘threat to peaceful co-
existence and prosperity in South Africa’,” and taught that “cadet training is necessary 
to ‘prepare themselves against this threat’.”96 
The debates and studies presented here provide insights for the origins and 
development of public education, and their linkages to the growth of the modern state 
and technologies of governing, the enhancement of capitalist economy, and the 
processes of industrialization, modernization and nation-formation.97 They also show 
that the introduction of the institution military service based on conscription, and the 
idea of nationalism have also been a part of these processes. Concentrating on the 
specific case of Turkey in the light of these discussions, it can be argued that the 
emergence of public mass education in the late Ottoman times was based on the 
development of the modern state, and the mechanisms of state intrusion. The first 
modern government schools of the Empire were founded at the end of the eighteenth 
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century as military institutions. By the end of 1830s, civil government schools designed 
to educate civil servants were established in order to actualize a new, efficient, 
centralized and rational administrative apparatus. Thus, the beginnings of the modern 
education coincided with nineteenth-century state reform in the Ottoman Empire, which 
was indeed a part of the attempts at Westernization undertaken “to ward off Western 
encroachment.”98 
Somel, in his meticulous study on the modernization of public education in the 
Ottoman Empire, argues that these first civil government schools did not necessarily 
constitute the basis of Ottoman modern public education; a concern for public school 
network emerged in the aftermath of these developments: 
However, when the first civil institutions were established in 1839, there 
emerged considerations of an educational system also for political (to 
promote patriotic feelings, to strengthen the idea of an abstract state), 
cultural (material progress of humanity), and economic (to promote 
industrial and artisanal production as well as individual profit) ends. The 
concrete outcome of these considerations, on the other hand, appeared as 
circular measures that promoted religious and moral values. Correction of 
human beings, one of the aims of public education, could be traced back to 
earlier traditions, the understanding of schools as agents for correcting and 
disciplining students particularly within the historical context of military 
reforms and administrative centralization. This could be compared with the 
early modern European absolutistic policies of social disciplining.99 
 
As Somel points out, the Absolutist period in Europe “witnessed the industrial 
disciplinization of Western societies parallel to the military disciplinization, which 
reflected itself in the structural reorganization of schools.”100 Ottoman educational 
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reform was based on similar concerns of disciplining, as a part of the process of the 
Westernization of education.  
In fact, Somel also notes that the tradition of social disciplining in the Ottoman 
Empire, in the sense of “raising hardworking subjects loyal to the state and the sultan” 
by inculcating certain religious and authoritarian values, went back to the sixteenth 
century.101 The state, from the nineteenth century onwards, tried to use public education 
as an institutional tool of social disciplining, as well as modernization. During the 
course of this century, the mainly religious character of social disciplining attained a 
new aspect, “uniforming regulatory disciplining,” through the use of schools and 
textbooks. The use of textbooks (their contents approved by the Ministry of Education) 
became a standardized procedure in the Ottoman educational system during the 
Hamidian period. The increasing process of uniforming in public education also 
manifested itself in the “school uniforms, class system, formal examinations, and levels 
of graduation within a tight system of educational promotion.”102  
 The Ottoman state began promoting public education during the Tanzimat era 
(1839-1876). The Ministry of Public Education was founded in 1857 in order to better 
coordinate the increasing number of government schools in the Empire, and to 
efficiently supervise the non-Muslim and foreign educational institutions. It was also a 
step in the secularization of public education. Somel argues that until this time, all 
educational reform policies contained a “duality of technological modernism and 
Islamism.”103 The gradual shift of the late Tanzimat reformers toward a more secular 
understanding of primary education was reflected especially in the reform document of 
the Regulation of Public Education (Maarif-i Umumiyye Nizamnamesi) of 1869, which 
was prepared under the influence of the French Minister of Education. This document 
envisioned schools to be supervised by the government. The concern with education 
increased considerably in the Hamidian era (1878-1908). Although the duality between 
technological modernism and Islamism was gradually set aside by the late Tanzimat era, 
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in favor of the former, it was reasserted again in the Hamidian era, with a view to 
creating a synthesis of modernization and Islamism. 
In the Tanzimat era, the main steps of reform were taken mainly in the fields of 
secondary and professional institutions. The primary schools, the Quran or sıbyan 
schools, were oriented mainly towards the teaching of religious subjects. They were 
traditionally considered to belong to the religious realm, and controlled by the pious 
foundations. As Somel states, “Only when the insufficient quality of education provided 
by the traditional Quran schools became obvious to the later Tanzimat-period 
bureaucrats, did they take concrete steps from the 1860s onwards to include positive 
and practical course subjects.”104 However, this attempt at reforming the Quran schools 
was not successful. From 1870s onwards, government primary schools, ibtidais, were 
founded as an alternative solution, and they coexisted alongside the traditional schools. 
Somel argues that  
The expansion of public schools in the provinces constituted a major 
challenge, which was not fully overcome until the end of the Empire. This 
venture harbored several problems: lack of funds; the need to set up local 
educational administration and inspection; the need for trained instructors; 
and question of non-Turkish ethnic groups.105  
  
The Ottoman public education system was not successful especially in the peripheral 
areas because it “was not designed with adaptability to local conditions and needs of a 
vast empire.” In fact, “it was a rigid system, which aimed at molding individuals into 
politically loyal and obedient subjects.”106 
First used for the purposes of state enhancement and social disciplining, public 
mass education increasingly became an arena where maneuvers of preserving or saving 
the state took place. From the early-twentieth century onwards, public education 
continued to be directed to the purposes of state preservation and enhancement as well 
as disciplining, and it was at the same time used for the endeavors of nation formation. 
The development of modern techniques and technologies of governing provided the 
means, and the socio-historical conditions provided the impetus for the utilization of 
education for such ends. Nevertheless, the specific development of public education 
also depended on the conscious choices of the ruling elite – most of whom being 
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educated in this new system.107 It was increasingly utilized by these elite for the 
purposes of legitimizing the new forms of governance, the initiated cultural changes, 
and forming a stable, productive, liable, disciplined, obedient body politic. This concern 
with governmentality is especially evident in the years after the foundation of the 
Republic,108 as we will also see in the following chapters through an analysis of the 
educational material and discourses.  
 
 
2.2. Textbook Research 
 
 
The previous discussion tried to uncover the established dependencies between 
public education, on the one hand, and the development of the nation-state, nationalism, 
the processes of modernization, and the institution of universal military service, on the 
other. It focused on the debates regarding the raison d’être of public education, and the 
related arguments in political and social theory, and the theoretical, socio-historical 
studies in nation-state formation and nationalism. This section will concentrate on one 
of the major tools of public education – textbooks. Textbooks are the major instruments 
in realizing the state policies and discourses in education.109  
As discussed in the previous section, since the late eighteenth century, education 
has increasingly been subject to state regulation and control, and utilized for the 
realization of specific ends. In Turkey, also, especially since the foundation of the 
Republic, education has been strictly defined and controlled by the official policies 
through state-imposed guidelines and national curricula. Educational loci are “centrally 
involved in the propagation and selective dissemination of discourses, the ‘social 
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appropriation’ of discourses.”110 It is through these discourses and educational 
technologies that “individuals are to be disciplined and self-regulated.”111 Textbooks, 
being the result of state imposed concerns or at best the officially defined guidelines, 
can be regarded as the major carriers of the discourses of the social and political system 
of that state. In places where state-centric curriculum development and textbook 
production take place, as in the case of Turkey, these aspects are much more pressing.  
 Textbooks are the products of a double discourse; scientific and social-political. 
Even when a textbook belongs to a purely scientific area (such as mathematics, physics, 
chemistry, etc.), it carries the elements of a social-political discourse. The textbooks 
related to learning the official language and literature of the state can carry the 
discourses more easily by presenting texts, which can then direct the thoughts, 
sentiments, behavior, and morals of a specific society.112 While history textbooks create 
a particular historical definition of the past through which they attempt to define the 
present, geography textbooks, particularly through mapping, present the “geo-body” of 
the nation.113 Both of these textbooks try to create a national memory in relation to time 
and space, upon which a collective identity is founded. Meanwhile, civics textbooks aim 
to construct responsible individuals with respect to their collectivities.114 The following 
pages first provide a brief historical background on the international development of the 
studies on the area of textbooks, and then review the studies conducted on textbooks in 
Turkey. 
The international concern with textbooks goes back to the aftermath of the First 
World War. The League of Nations, which was founded after the war, called upon the 
nation states to consider analyses of their textbooks and revise them in order to prevent 
the commitment of atrocities between states.115 Since the end of the Second World War, 
textbook analysis and revision have increasingly become pressing issues. Upon its 
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founding in 1946, UNESCO acknowledged that history textbooks have been used to 
generate atrocities between the states. In its first general conference, promoting studies 
about textbooks and their revision in its program were included.116 Since then, various 
international, bilateral and/or national studies on textbook research have been conducted 
under the auspices of UNESCO or with its support.117 UNESCO has been cooperating 
with the Georg Eckert Institute for International Textbook Research (Barunschweig, 
Germany), and these organizations have developed, since 1992, the UNESCO 
International Textbook Research Network. The Council of Europe (1949) has also been 
a promoter of textbook studies across Europe.118 Both the initiatives of UNESCO and 
the Council of Europe have been carried in cooperation with national committees, non-
governmental organizations, institutes, and scholars. For instance, the Improvement of 
Balkan History Textbooks Project, completed in 2002, was undertaken by the History 
Foundation of Turkey, supported by UNESCO together with other organizations (the 
Heinrich Böll Foundation and Consulate General of the Netherlands in Turkey). 
Selections of primary and secondary level history textbooks used at the time were 
analyzed by the national committees of academics and history teachers from five 
countries: Bulgaria, Croatia, Greece, Romania, and Turkey.119 Besides these 
international initiatives, there have also been regional ones, generally taking the form of 
bilateral national committees.  
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Apart from the international and non-governmental organizations, national and 
bilateral committees, scholars have also focused on textbook research. Textbooks, 
worldwide, have been a major source for the analyses of the identity discourse, 
historical discourse and/or nationalist discourse.120 One of the latest studies in the field 
is the book edited by Schissler and Soysal, The Nation, Europe and the World: 
Textbooks and Curricula in Transition, which is a compilation of the studies of scholars 
from various disciplines on the recent developments in curricula and textbooks in 
various countries.121 With respect to textbooks analysis, the book contains case studies 
and comparative works from Germany, Greece, France, Netherlands, Russia, Spain, and 
Turkey, written by Antoniou, Bertilotti, Luzon, Ohliger, Maier, Mannitz, Pereyra, and 
Soysal. In “Projections of Identity in French and German History and Civics 
Textbooks,” Soysal, Bertilotti and Mannitz discuss the findings of their analyses of the 
French and German history and civics textbooks. The sample is taken by reference to 
major educational reforms taking place during three periods: the 1950s, 1970s, and 
1990s. The authors argue that German textbooks have moved away from focusing 
extensively on national history, and try to create an inclusive European identity. In the 
recent German textbooks, “the nation is valorized negatively, if not disavowed, for its 
dangerous inclination toward nationalism.”122 According to the authors, “French 
textbooks also deploy an increasingly less nation-oriented approach, and certain 
openness to world history.”123 While German textbooks increasingly include linguistic 
and cultural diversity, and state “the necessity of recognizing others and being in 
solidarity with them as fellow citizens,” the French textbooks stress diversity only in 
conjunction with unity.124 The authors conclude that in the German textbooks, there is 
no conflict between the national and transnational levels, such that the nation and 
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identity are situated within a transnational context. However, for the French textbooks 
situating the identity within a transnational context presented a challenge due to the 
strong tradition of political centralism and a more abstract understanding of nationality. 
The authors argue that the recent textbooks in France face this challenge by 
approximating national identity with the transnational identity. “The universalistic 
impetus of French self-definition” makes it possible to present “the principles that 
constitute Frenchness” also as “European principles.”125  
In another comparative work from the same book, entitled “Conceptualizations of 
the Nation and the Other in Greek and Turkish History Textbooks,” Antoniou and 
Soysal analyze the history textbooks used in the lower secondary school education in 
Greece and Turkey.126 In Greece, lower secondary school covers grades 7 to 9 (ages 11-
14), while in Turkey, it includes grades 6 to 8 (ages 12-15). Lower secondary school is 
compulsory in both countries, and thus reflects mass education.127 The data of the 
analysis is from two separate longitudinal studies conducted on the history textbooks of 
each country; however, the article focuses mainly on the period after 1970s. The 
examples provided in the article are from the textbooks of the 1990s; these textbooks 
are compared with the textbooks of the earlier periods, yet no examples from the earlier 
periods are provided. The article discusses the main elements of nation-formation in 
Greece and Turkey, and analyzes the conceptualizations of nation and identity in these 
two countries. In Turkey, since the 1980s, the emphasis on national history in education 
has steadily increased. In contrast, in Greece, after 1974, with the fall of the military 
dictatorship, some of the nationalistic sentiments in the textbooks and curricula were 
modified. However, in both countries, history textbooks place a strong emphasis on the 
nation. Analyzing the Greek history textbooks, Antoniou and Soysal argue that the 
textbooks emphasize temporal continuity between the past and the present, and 
highlight culture as “the defining signifier of the nation.” The Greek nation is presented 
as “a cultural community traveling through time.” Beginning with the ancient Greeks, 
proceeding into the Byzantium, and culminating in the construction of the nation-state, 
the national narrative unfolds around the “Hellenic-Christian” tradition. It stresses the 
“accommodation between the Hellenic and the Christian world,” and signifies the Greek 
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Orthodox religion as a major characteristic of Greekness.128 The Ottoman rule is 
regarded as the “black period,” while Turks as referred as the only and the persistent 
‘other.’129  
In contrast to the Greek case, in the Turkish history textbooks, it is the territory of 
the state that is presented as the defining signifier of nationness. The national narrative 
of the Turkish history textbooks proceeds with breaks as the territories of the nation 
change from the Central Asia, to the vast lands of the Ottoman Empire, and to Anatolia. 
The narrated heritages of the Turkic tribes, the Ottoman Empire, and the new Republic 
remain discrete in the textbooks; they are not organized into one seamless history. With 
the history of the Republic, the nation proper, “the national time begins anew.”130 The 
focus on territory, together with this specific narration of national history, results in the 
projections of national identity being expressed with reference to multiple ‘others’.131 
Besides territory, emphasis on national ancestry and culture also plays an important role 
in the textbooks. Cultural continuity is presented via the language, and the idea of 
conquering, ruling new territories, and consecutive building of states.132 The authors 
argue that the textbooks “simultaneously embrace and dispute cultural influences (for 
example, the Arabic civilization and the Ottoman period) as well as downplaying … the 
Islamic heritage,” and, with the 1980s, the Turkish Islamic states and their successes 
becomes the focus.133 All these add up to formulate a “disjointed national history and 
identity.”134  
Upon this analysis of Greek and Turkish history textbooks, Antoniou and Soysal 
conclude that while Greek national identity is cultural, the Turkish one is essentially 
state/political. With respect to the Turkish case, it is argued that “the creation of a 
secular state based principally on a civic conception of membership demonstrates the 
modernizing (European) values that characterize modern projections of the nation and 
identity.”135 Although the analysis of Antoniou and Soysal of the Greek and Turkish 
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history textbooks is rather insightful, and presents a great deal of information on the 
conceptualizations of nation and identity in these two countries, their conclusion as 
Greek national identity being cultural and Turkish one as state/political, and thus 
implying a civic conception of membership, is indeed reductionist. Although this 
reductionism can be regarded as helpful for the purposes of comparison, the problems it 
poses should nevertheless be acknowledged. The emphasis on territory of the state as 
the defining signifier of the nation does not necessarily mean that the formulated 
identity is primarily political, and it does not necessarily point to civic membership to 
the state. In fact, as we will see in the analysis presented in the following chapter of this 
study, in the conceptualizations of Turkish national identity, there has been a double 
emphasis; on the territory of the state, and on cultural continuity. The stress on these 
two notions can change from time to time, and defining these changes requires a 
longitudinal analysis of the textbooks. Although Antoniou and Soysal acknowledge the 
significance of culture in the analyzed textbooks, they do not proceed further with this 
analysis.  
Another problematic argument of the article is that both Greece and Turkey are 
located “beyond the boundaries of European modernity proper”:  
[I]ts past association with the Eastern Roman Empire, Orthodox 
Christianity, and Ottoman rule, plus its geographical location, keep Greece 
in the margins of Europe, tainting her modernity and character with 
Easternness. Turkey, on the other hand, claims a formal place in Europe, as 
a result of a history of nation-making practiced and expressed as European-
style modernization.  However, it is located beyond the cultural and political 
boundaries of European modernity proper. In other words, both Greece and 
Turkey, located in the margins of Europe—Greece inside but outside, 
Turkey, outside but inside—differentially persist as ‘others’ in and of 
Europe.136 
 
The authors seem to essentialize the boundaries of Europe; they do not define these 
boundaries clearly, but set them against Easternness.  It is also argued in the article that 
both Greek and Turkish “exercise in nation-building remains incomplete and 
questionable by European standards.”137 However, these European standards are not 
defined. The authors further stress that “Achieving Europeanness demands that, first 
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and foremost, Greece and Turkey realize a proper and unchallenged nationness based on 
the Western European model”; what “proper nationness” includes is again left open.138 
Despite the international concern on textbook research, until recently there have 
not been many critical works in this field, in Turkey. However, in the 1990s, scholars, 
universities, and non-governmental organizations started to conduct critical studies on 
the education system in general, and they have arranged conferences and made 
publications in the field of textbook research in particular.139 Some of these efforts were 
also supported by international and/or supranational organizations. The efforts at 
textbook research were first and foremost focused on the history textbooks. In the mid-
1990’s, the Turkish Institute of Philosophy and later the History Foundation of Turkey 
conducted analyses of the history textbooks used in Turkey with the goal of re-writing 
these books with a world history focus. The symposium about the teaching of history 
and the analysis of history textbooks, organized by the History Foundation of Turkey 
and Dokuz Eylül University in Buca in 1994, was the result of these efforts. It included 
papers on the analyses of history textbooks used in Turkey at all levels.140 Following 
this symposium, in 1995, the Second International Congress of History organized by the 
History Foundation critically examined the history education and the issue of the ‘other’ 
in history in various countries. The congress focused extensively on textbook 
research.141 
Most recently a major project involving the analysis of textbooks has been 
conducted under the auspices of the Turkish Academy of Sciences (TÜBA) [Türkiye 
Bilimler Akademisi] by the History Foundation, in cooperation with the Human Rights 
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Foundation of Turkey (TIHV) [Türkiye İnsan Hakları Vakfı],  and Eğitim-Sen (the 
teachers’ union).142 The project, entitled “Human Rights in Textbooks Project,” focused 
on the analysis of textbooks on the basis of a set of human rights criteria determined by 
taking the UN Declaration of Human Rights as the basis. The criteria were developed 
by an advisory committee of scholars after a series of workshops. Upon these criteria, 
190 textbooks were scanned by volunteers such as teachers, parents, PhD and MA 
students. The survey covered all major subjects in the primary and secondary 
curriculum. The surveyed textbooks were the ones that were in circulation from Fall 
2001 to Spring 2002. The History Foundation and TÜBA, in 2003, publicized the 
findings of this research, and also published the articles written by various scholars 
analyzing these findings.143 The project also included a series of national and 
international conferences, surveys about students’ and teachers’ evaluations of 
textbooks with respect to human rights, and formulation of guide books for teachers and 
textbook writers.144 A report which made recommendations for curriculum reform and 
revision and re-writing of textbooks was also prepared, and presented to the Ministry of 
National Education, and to the public.145 
In evaluating the findings of the Human Rights in Textbooks Project, Ceylan and 
Irzık group the violations of human rights in the textbooks under four headings:  
i) pedagogical problems; ii) “passages, phrases and expressions that are prejudiced, 
degrading, discriminatory or insulting to persons, cultures, countries, nations, groups 
and the like;” iii) “misinformation and incomplete information regarding human rights 
issues;” and iv) “ideological and cognitive patterns which hinder the teaching, learning 
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and the practice of human rights.”146 The articles on the findings of the project written 
by scholars from various disciplines focus on all these problems, except the pedagogical 
ones.147 These articles in general point to similar problems. It is stressed that the state-
centered mentality of the textbooks prioritizes the state, national security and unity, as 
well as the social order, and undermines the individual, her/his rights and freedoms. The 
individual is expected to demonstrate unconditional loyalty and obedience. National 
security is prioritized over human rights, and presented as if they are in conflict with 
each other. The individual is subordinated to the needs and demands of the state, even to 
the point of death. Death, war and self-sacrifice are glorified in the textbooks, offending 
the most fundamental human right; the right to live. While history teaching is based on 
successive stories of wars, the argument that Turkey is under “internal and external 
treat” is constantly underlined in the textbooks.  
As also argued in the findings of the project, the discourse of the textbooks 
oscillates between an ethnic-racist conception of nationalism and a civic one. The nation 
and national identity are essentialized. The polarization between the ‘Turk’ and the 
‘other’ leads to xenophobia. Certain groups of people are denigrated and discriminated 
against in the textbooks; differences are not welcomed, pluralism is not valued but 
suspected. Democracy is basically reduced to multiparty elections. Sexist discourse and 
gender discrimination are also widespread in the textbooks. The division of labor based 
on gender is presented as natural.148 However, as also mentioned, the contents of several 
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textbooks that have been analyzed are “relatively free of human rights problems.” Thus 
it is suggested that in spite of the demands of the curriculum, the textbooks may 
“promote and uphold desirable standards of human rights teaching.”149  
Besides these critical and comprehensive studies conducted, and the workshops, 
and symposiums organized by the non-governmental organizations, since the 1990s, the 
scholars have also started to focus in their researches on the analysis of textbooks. 
Textbooks, in Turkey also, have increasingly become a major source for the analyses of 
historiography, identity discourse, nationalist discourse, discrimination, gender and 
citizenship. One of the early examples of such studies is Firdevs Helvacıoğlu’s work, 
which analyzes gender discrimination in textbooks.150 In her study, Helvacıoğlu 
examines primary and secondary school textbooks used in Turkey between 1928 and 
1995. The analysis was based on a simple periodization: the early Republican era versus 
the multi-party era. A comparison of the gender roles presented in the textbooks was 
made with respect to this periodization.  
Helvacıoğlu argues that the textbooks used before 1945 did not put much 
emphasis on the traditional roles of the woman within the family, but instead provided 
the “mother” with duties and functions in helping the formation of the country. 
According to this argument, during these years, women were given the consciousness of 
being free citizens.151 They were encouraged to take part in the public space. Equality 
and solidarity within the family were stressed. Helvacıoğlu maintains that examples of 
both gender equality and discrimination can be seen in the textbooks used between 1945 
and 1950. In them, mothers are portrayed as engaged in housework, and little girls are 
presented as helping their mothers with the housework. Although these mothers are 
shown in the kitchen cooking or doing other housework, they are at the same time 
presented in fashionable dresses, wearing high-heeled shoes. Helvacıoğlu points out that 
these women did not look like they had spent all their time doing housework, but rather 
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as if they have just arrived into their houses from public areas.152 Helvacıoğlu stresses 
that after 1950, the gender discriminative elements in the textbooks steadily increased. 
Women were restricted to the private space. The real duty of women was set as taking 
care of the house and serving family. Women were presented as bound to their husbands 
and children. 
In fact, the periodization Helvacıoğlu uses fits perfectly with the Kemalist 
historiography of the Republic, and even as it conceals various important points with 
respect to gender issues, the images of modernization, class issues, identity discourse, 
and the nationalist discourse. First, Helvacıoğlu does not question the concept of 
mother, and uses the terms mother and woman interchangeably, equating woman with 
mother. Second, although she stresses that women were not simply to be mothers of the 
nation, she does not delve into problematizing the nationalist perspective. Her argument 
that women in the textbooks published before 1945 were provided with duties and 
functions in helping the formation and elevation of the country indeed shows that she 
embraces the nationalist perspective. Third, unlike what Helvacıoğlu states, formulating 
free citizens can hardly be regarded as the main aim of the early Republican era. Üstel’s 
study on the civics textbooks indeed refutes this argument.153 Fourth, her 
conceptualization of the private and public space is problematic. While the private space 
is equated to the house, the places outside the territory of the house are regarded as the 
public space. The concept is deprived of any political significance, such that even 
walking on the street is regarded as taking place at the public space. Fifth, her 
inferences with respect to the textbooks published between 1945-1950 are problematic, 
because they do not include a consideration of the images of modernization and class 
issues. Presenting women in fashionable outfits while doing housework does not 
necessarily infer that they have just arrived from outside, but instead needs a further 
analysis of modernization processes, the discourses and images of the modern, and the 
class issues. Finally, although Helvacıoğlu’s analysis is comprehensive in its focus, her 
findings are indeed problematic. For instance, Üstel argues that in the civic textbooks 
used before 1945, gender discriminatory discourse exists.154 Some of the examples that 
Helvacıoğlu uses in her study in order to prove the gender equal nature of the textbooks 
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of the period prior to 1945 continued to exist in the textbooks published after this 
period.155  
Another study which focuses on the analysis of textbooks is Etienne Copeaux’s 
critical and widely referred to work on the official Turkish historiography.156 In this 
study, Copeaux analyzes the reflections of the main paradigms of Turkish 
historiography. He focuses on the history textbooks used in Turkey in the primary and 
secondary schools between the years 1931 and 1993. The book is organized in three 
parts, and it starts with the analysis of the processes of forming a national 
historiography in Turkey. In this first part of the study, Copeaux examines the birth of 
Kemalist historiography with the Turkish History Thesis and Sun-Language Theory. He 
then traces the changes that occurred, such as the attempts at formulating a “humanist 
historiography” through the Westernization of the historical discourse in the 1940s and 
1950s, or a historiography based on a focus on the land, Anatolia [Anadoluculuk], or a 
historiography based on the incorporation of the dominant religion, Islam, into the 
framework (what the author refers to as the “Turkish-Islamic synthesis”).157 Other than 
textbooks, the analysis in this part involves the main institutions that formulate the 
educational discourses (the Board of Education and Discipline [Talim ve Terbiye 
Kurulu], Türk Tarihi Tetkik Cemiyeti, Türk Tarih Kurumu, Türk Dil Kurumu, Atatürk 
Kültür, Dil ve Tarih Yüksek Kurumu), the actors (i.e. the proponents of the Intellectuals’ 
Hearths [Aydınlar Ocağı]) and events (i.e. Turkish History Congresses of 1932 and 
1937 [Türk Tarih Kongreleri]) that determined the writing of Turkish historiography.  
The following parts of the book are based on the analysis of the discourse of the 
history textbooks. In the second part, Copeaux traces the history textbooks to find 
reflections of the main theses of official Turkish historiography, and in the third part, he 
focuses on the created ‘others’, rivals and enemies, who attain an identity forming value 
in the textbooks. Copeaux argues that the discourse of the history textbooks since 1930s 
emphasized the elements of the Kemalist historiography and focused on the ethnic 
history of Turks. Some humanist elements were incorporated into the textbooks from 
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the following decades, and in some history textbooks the influence of humanism lasted 
even until the mid 1980s.158 According to Copeaux, the Turkish-Islamic synthesis was 
developed mainly as a reaction to these humanist trends, has been influential in 
academic and educational circles since the 1970s, and has become the dominant 
discourse of the textbooks in the mid-1980s. The Turkish-Islamic synthesis refuted the 
discourse on the Turkishness of the Anatolian lands before the time immemorial. Turks, 
the saviors and carriers of Islam, also entered and saved Anatolia in the eleventh 
century. However, it did not totally refute the Kemalist historiography, and especially 
embraced its ethnic emphasis. It included Islam as a major identifying factor alongside 
ethnicity in the definition of Turkishness by providing linkages between the Turk’s 
pagan religions and Islam.  
Nevertheless, the limitations of Copeaux’s work can be criticized. He delimits his 
analysis of historiography to the period before 1918; he does not analyze the discourse 
of the textbooks for years after 1918. He also puts a geographical limit on his analysis 
of the discourse of the history textbooks: he focuses only on the parts related with 
Central Asia, Middle East, Anatolia and the Balkans. He does not examine perspectives 
with respect to the West. The ‘others’ that he chooses to focus on are the Arabs, Greeks 
and Armenians. His analysis, especially in part two is confusing with respect to time, 
and the examples are usually from the textbooks of the 1980s. Some information about 
the specificities of history textbooks in Turkey, a differentiation with respect to time 
and with respect to the level of textbooks, as well as providing more examples, could 
have been helpful to the reader. Despite all these, this study is a quite comprehensive 
study of Turkish historiography, and also reveals the formation and the consecutive re-
formulations of the national (Turkish) identity discourse. As different from Antoniou 
and Soysal’s emphasis on the territory of the state as being the defining signifier of the 
nation in Turkish history textbooks, Copeaux argues that the discursive formulation of 
the national identity in Turkey included emphasis on four different histories: the history 
of the ethnic group (Turks), the history of Turkey, the history of the land (Anatolia), and 
the history of the dominant religion (Islam).159 These histories did not coincide with one 
another, and, in fact, covered different historical periods and geographical spaces, and at 
times contradicted with each other. The results of this comprehensive study are also 
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valuable as they provide insights with respect to these contradictions. Copeaux’s careful 
analysis indeed unveils the complexity and problems with respect to defining the nation 
in the Turkish case. 
Another major study focusing on the analysis of textbooks is Füsun Üstel’s study 
on the civic textbooks used in the primary and secondary schools in Turkey.160 In this 
study, Üstel analyzes the formulation of the notion of citizenship in the late-Ottoman 
Empire, starting with the Second Constitutional Period. The analysis covers a 
considerably long period – almost a century. Üstel traces the changes and the 
continuities in the concept of citizenship throughout the history the Republic. She 
argues that with the Second Constitutional Period, the citizen became the major actor in 
the political discourse of the era. This discourse, besides defining, also focused on the 
“invention” of the citizen.161 The constitution formed the legal background of the 
transition of subjects into citizens; however, the community of citizens was yet to be 
formulated, mainly through education. A new subject, civics [Malumat-ı Medeniye], 
was introduced into the curriculum in this period as a result of these attempts to create 
citizens. Following the French example of political citizenship, citizenship was defined 
by the territory of the state. Special emphases were placed on patriotism, morality (on 
being a “good” person), and on being civilized. This citizen was at the same time an 
individual who was guided by reason. These were indeed part of the behavioral 
engineering project of the Second Constitutional Period designed to create “new 
persons” for the realization of a new society. The aftermath of the Balkan Wars (1912-
1913) brought some changes in this project. The citizen was re-invented with a focus on 
ethnic/cultural factors. An emphasis on sacrificing lives for the homeland was also a 
part of this re-invention.162 These changes were indeed carried into the early Republican 
times.  
With respect to the early Republican period, Üstel stresses that the designated 
citizen of these years was supposed to be “militant,” rather than civic. This militant 
citizen was built along three main axes: patriotism, the rights and duties systematic, and 
the perception threat and danger.163 Patriotism was defined not only along territorial 
loyalty, but also along ethno-cultural lines. The rights of the citizen were formulated 
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within a much more limited framework than the Second Constitutional Period, and the 
citizens were burdened with duties. The perception of threat and danger was realized 
with the creation of ‘others’. The discourse on internal and external enemies arose 
especially in the narratives of the late Ottoman ancien regime and the War of 
Independence.  The main actor of the textbooks until the 1950s was not the citizen but 
the nation; the latter defined mainly as a cultural/ethnic community.164 Üstel further 
argues that the notion of citizenship in this period was deprived of any separation 
between the public and private spaces, thus was holistic in nature. It was also based on 
communitarian ideals; such as a pre-defined and unchanging notion of “good life,” 
which was supposedly embraced by all the persons.165 
According to Üstel, the transition to multi-party system did not bring any real 
alternatives to this holistic, statist and militant single-party citizenship.166 However, 
beginning in the 1950s, the definition of citizenship in Turkey had been subject to 
important changes. Citizenship increasingly came to be defined along political, rather 
than ethno-cultural lines. The emphasis on threat and danger was lessened. Unlike the 
prior period, civic citizenship was promoted; a citizen was increasingly defined as 
someone who criticizes and takes on responsibility.167 However, the prospects for an 
active, participatory citizenship were limited.168 Üstel stresses that in the 1980s, these 
changes were reversed, and citizenship was again defined as a statist militant 
citizenship. The discourses that were in place in the early Republican period were again 
highlighted. In this period, the threat and danger discourse was especially used in order 
to form solidarity, and the whole community of citizens was organized with a “front-
line mentality.”169 While a state-of-emergency patriotism was promoted, the citizen was 
limited and pacified through procedural democracy and national security discourse.170 
An essentialist-culturalist citizenship perspective was again dominant in these years. 
Language and race were again signified as the objective elements that formulated the 
nation. Inclusion of religion in these elements even further narrowed the ‘us-others’ 
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framework. These insightful analysis and arguments of Üstel’s comprehensive study go 
a long way to highlight the main elements of the nation-formation and consolidation 
processes in Turkey. Yet it should also be noted here that Üstel’s study is full of 
valuable information, and provides insightful inferences also on various other issues. 
Ayşe Gül Altınay’s recent studies can also be regarded among the studies 
concentrating on the analysis of textbooks. Her book, The Myth of Military Nation, 
conducted ethnography of military service and militarism in Turkey, using gender as a 
scholarly lens. It highlights the intricate linkages between militarization and 
nationalism, the state, and culture, as well as the relations between the realms of 
education and military service. Altınay shows that “the military idea has remained 
particularly strong [in Turkey] since the early days of state-making,” and uncovers the 
making of the “myth of the military-nation” -- a product of “a century of practices and 
discourses.”171 The book drew insights from a wide variety of sources, such as 
nationalism studies, the literature on militarism, feminist studies on nationalism, 
militarism and masculinity, post-structuralist studies, research focusing on nation-
building in Turkey, studies on education, as well as in-depth interviews, and primary 
documents. Through these analyses, Altınay argues that “the close relationship between 
the military and national education (seen as the two-fronts of the nation) has contributed 
significantly to the development of a militaristic understanding of Turkish citizenship, 
as one based on duties and responsibilities to a military-nation.”172  
Although the focus of The Myth of Military Nation is not textbook analysis per se, 
it nevertheless undertakes the analysis of a special mandatory course on the military in 
secondary education, as well as its textbooks, from the mid-1920s until the 2000s. The 
course, currently named National Security Studies, was made compulsory for male 
students in 1926 and for female students in 1937. It was designed by the General Staff 
and taught by military officers, and remained in the curriculum until now under 
different titles (e.g., Preparation for Military Service, National Defense Studies). 
Altınay stresses that both the content of this course, and the fact that it has been taught 
by military officers has resulted in the naturalization of “the existence of military 
officers in every high school as well as the need for military knowledge for every 
student.”  She further argues that this course, “bringing officers-in-uniform into civilian 
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schools and making military knowledge a requirement for secondary education,” has 
“contributed to the blending of military and civilian realms, barrack and school 
culture.”173 
As Altınay states, in textbooks of the 1920s, the primary focus of the course was 
military service, and it continued to employ a central place in the textbooks of the 
following years with changing emphasis and definitions. She further states that “The 
1930 textbook written by Atatürk and Afet İnan was devoted primarily to outlining the 
universal history of warfare and justifying the need for compulsory military service.”174 
The textbooks written after this one were closely informed by the framework and 
arguments of the Turkish History Thesis, and military service, “an obligation set by the 
nation-state for its male citizens was turned into an “invented tradition”.”175 Until the 
late 1990s, the military appeared in the textbooks of this course “as a natural extension 
of national character and an embodiment of the achievements of “Turks throughout 
history”.”176 Altınay mentions arguments such as “Turkish history is written with 
victories”, and “self sacrifice is necessary for the nation (and the state) to survive and all 
Turks sacrifice willingly and without hesitation” among the arguments of these 
textbooks.177 In fact, in the official course outline published in 1956, it was argued that 
“one of the major goals in the course was to give ‘necessary direction to feelings of 
patriotism’.”178 While the textbooks of the 1970s introduced the concept of geopolitics 
into the discourse of the course, Atatürkism, in the form of the discussion of the six 
principles (republicanism, secularism, nationalism, populism, statism and reformism), 
was added to the textbook in the 1980s. All these textbooks also concentrated on 
providing practical military knowledge, and giving information on the aspects of the 
military and war, as well as mobilization for war. 
Altınay also draws attention to a shift in the discourse of the national security 
textbooks that started to be used in the late 1990s:  
One of the major changes in the military course since the late 1990s has 
been the shift from an emphasis on military service and military 
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organization to Atatürk’s principles, on the one hand, and strategic analysis 
of national, regional, and world politics, on the other.179  
 
Her stress on the decreasing amount of references to the military characteristics of the 
Turkish nation, apart from the ones presented by direct quotes from Atatürk’s speeches, 
can be explained by this changing focus of the textbooks. In fact, as she also notes “the 
1998 textbook assumes its [Turkish History Thesis] discursive and historical 
framework, while silencing its clear connections to racist ideologies of its time (e.g. 
eugenics) as well as its racist scholarly basis”180 Yet now the aim of the course was in 
part “teaching the Turkish youth how they could live up to Atatürk’s expectations of 
them”, and this expectation was not only limited to ideas, but it also targeted life 
styles.181 “Strategic analysis of national, regional, and world politics” was also a major 
part of the course, and this so-called strategic analysis was presented in the textbook 
under the subsection “The Games Played over Turkey.” Altınay’s research shows that 
“The overall framework that defined the presentation of these issues … was the idea 
that “Turkey has no friends” [Türkün Türkten başka dostu yoktur] and that no country 
or organization in the world (especially the EU) wants Turkey to be a strong 
country.”182 As Altınay stressed, these changes points to further militarization of politics 
and everyday lives, and creates a constant feeling of insecurity and xenophobia. 
Altınay’s article in the proceedings of the Human Rights in Textbooks Project, 
focusing exclusively on the analysis of the textbooks of the National Security Studies 
course (including the most recent textbooks), and her chapter in a recent compilation on 
military and militarism, concentrating on the relations between nationalism and 
militarism with respect to the area of education, can be regarded as a continuation of 
this book.183 Both of these articles show that by the early 2000s, there has not been a 
change in the contents of the textbooks used in the National Security Studies course. 
Thus, the textbooks of this course continued “teaching the students to be proud 
members of a military nation and obedient citizens of the Turkish state”, as well as 
militarizing politics and everyday lives through inculcating “strategic way of thinking” 
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as the ideal.184 The need to make militarism visible and the necessity of undertaking 
civilianization as an important component of textbook reform in Turkey are stressed in 
these articles. Altınay’s article in the proceedings of the Human Rights in Textbooks 
Project also asks the following important question: “As we discuss educational reform 
in Turkey, we are faced with an important challenge: Will the Turkish education system 
continue to be based on militarist ideals or the principles of human rights?” 185 
 
 
2.3. Conclusion 
 
 
The focus provided here, which concentrates on the dependencies between public 
education, the growth of the modern state, and the processes of modernization and 
nation-formation, as well as the institution of universal mandatory military service, 
sheds light on the foundations of the new order that was forged with the Republic. As 
seen from the works reviewed in the first part of the chapter, public schooling is 
specifically linked to the processes of state and nation building, as well as governing, 
and it is delimited by the concerns of modernization, nationalism and militarization. The 
review of the studies conducted on textbooks in Turkey is covered in the second part of 
the chapter, and it provides insights with respect to these foundations of the national 
order in Turkey. The importance of textbooks for education is also highlighted in the 
chapter through the discussion of the international development of the studies on the 
area of textbooks. As Johnson states, “much can be learned about what was taught in 
schools from a content analysis of the most popular school books.”186 Focusing on what 
was actually taught in schools makes it possible to make inferences with respect to the 
hidden ends that education has been directed towards. This study indeed has such an 
aim. By analyzing the textbooks used in primary public education in the Republic of 
Turkey (from the early years of the Republic until the recent times), it aims to provide 
explanations with respect to the foundations of the new order, and to shed light to the 
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dependencies between public education, nation formation, nationalism, modernization, 
and militarization.  
The following chapters will focus on the envisioned national self by looking at the 
textbooks from the angle of the following discourses: nationalism, modernization and 
militarization. As the textbooks are analyzed with such a focus, the ways these 
discourses design and delimit the imaginings of the national will be uncovered along 
with the dependencies between them. Yet, before proceeding with the analysis of 
textbooks used in Turkey between 1928 and 2000, the limits to this analysis should also 
be noted. In fact, arguing that public education is one of the instruments used for the 
construction and reproduction of national identity in the Republic of Turkey does not 
necessarily mean that this process has been totally successful. Schooling of all the 
populations within a country is usually not realized fully. This is still very much the 
case in Turkey, and especially true for the earlier years of the Republic. Furthermore, 
school conditions, teachers, family strategies are other factors that affect the locus of 
education, and the ends it is supposed to pursue. Schools are also cites of resistance, and 
it should not be concluded that the students readily internalize all the things that are 
taught to them. The success of this internalization depends at the same time on the 
environment of each child. Lastly, it should be noted that this study is not a study on 
reception, and it is limited only to the discourse analysis of textbooks.187 
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CHAPTER 3 
 
 
NATIONALISM AND THE MAKING OF THE NATION 
 
 
 
 
This chapter focuses on the material in textbooks in terms of national identity and 
nationalism. Nationalism is conceptualized here as the idea, belief, and/or political 
principle “which holds that the political and the national unit should be congruent,” and 
which regards “homogenous cultural units as the foundations of political life.”1 Nations 
and states have been built, reformulated and/or delimited to realize this congruence, and 
as such, nationalism has been the dominant political principle all over the world in the 
last two centuries. The chapter is built upon the modernist argument that nationalism 
and nations are novel phenomena, and it follows the blueprints of the sociocultural and 
constructionist approaches to the study of nationalism. Utilizing this scholarship 
together with specific case studies focusing on Turkey, the survey of primary school 
textbooks provided here focuses on answering the question of “how is the national self 
imagined,” and tries to provide insight with respect to the main paradigms used by the 
ruling elite in the processes of nation-building and national identity formation. The 
analysis of the textbooks is conducted up to recently, since national identity is not 
frozen but changes over time, and nation building, rather than being a one-time event, is 
a process that requires rounds of restructuring.2 
The contemporary arguments in the literature on nationalism are generally 
classified with respect to two main theoretical paradigms: primordialist and modernist. 
These two diametrically opposing theoretical approaches to the study of nationalism are 
differentiated along the lines of the debate on the nature and origins of nations and 
nationalism. The primordialist paradigm centers on the antiquity of nations and 
nationality, whereas the modernist paradigm emphasizes the modernity of nations and 
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nationalism. These two terms, primordialist and modernist, rather than being monolithic 
categories, however, are used as umbrella terms. The specific theories developed by the 
scholars of each category have their differences as well as commonalities. 
The primordialist paradigm of nationalism, emphasizing the naturalness of 
nations, as well as their antiquity, generally accompanies the works of the nationalist 
historians and discourses of nationalist elites.3 Apart from this naturalist view of the 
origins of nations, in more contemporary studies of nationalism, the primordialist 
paradigm, rather than depending on naturalness per se, centers on ethnic identity as 
defined by sociobiology and/or culture. This socio-biological view of ethnicity and 
nationalism equates ethnic group to nation, considers nation as an extension of kinship 
ties, and thus treats the nation as a kind of extended family. For instance, Pierre van den 
Berghe, whose works are considered as being representative of the socio-biological 
explanations within the primordialist camp, maintains that “the very concept of the 
nation is an extension of kin selection.”4 The culturalist view argues for the ties created 
by the “givens” of social existence -- such as “being born into a particular religious 
community, speaking a particular language, or even a dialect of a language, and 
following particular social practices” - as to define the origins of ethnic communities 
and nations. However these “givens” are “assumed givens of social existence;” what 
matters is not the a priori nature of such ties, but people’s perception and belief of the 
primordial nature of their collective cultural identities.5 The culturalist stance within the 
primordialist paradigm is generally associated with Edward Shils and Clifford Geertz.6 
Although Geertz himself did not use the term primordialism, his 1963 essay “The 
Integrative Revolution” aroused a heated debate on primordialism, and became referred 
to as the representative of the culturalist stance within primordialism.7 
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The perennialist view in the study of nations and nationalism, since it centers also 
on the antiquity of nations, and focuses on ethnic continuity, may as well be evaluated 
within the primordialist paradigm. The perennialist view also argues for the 
“immemorialness” of nations. According to this view, ethnic communities and nations 
are identical phenomena, yet, unlike the naturalist, sociobiological and culturalist views 
presented above, the perennialists regard ethnic groups and nations as historical and 
social phenomena. Smith exquisitely summarizes the differences between these 
approaches as follows:  “The perennialist readily accepts the modernity of nationalism 
as a political movement and ideology, but regards the nations either as updated versions 
of immemorial ethnic communities, or as collective cultural identities that have existed, 
alongside ethnic communities, in all epochs of human history.”8 Other than naturalness 
of the ethnic and national community, in the perennialist view, either the continuity of 
ethnic community or the recurrence of the collective cultural identity throughout 
different periods of history is expressed.9  
The modernist paradigm evolved as a critique of the primordialist approaches to 
the study of ethnicity, nations and nationalism. Criticizing naturalism, reductionism, and 
essentialism of the primordialist paradigm, the modernists stress the novelty of nations 
and nationalism, and consider nations and nationality as contingent phenomena. Both 
nations and nationalism are the products of the modern processes, yet different theories 
focus on different modern processes, such as capitalism, industrialism, the rise of the 
bureaucratic state, and social mobilization. With respect to their focuses, these theories 
can be distinguished as having a socioeconomic, sociocultural, ideological, political, or 
constructionist approach. The modernist theories focusing on the socioeconomic aspects 
of modernity argue for nationalism to be the result of uneven development produced by 
capitalism, and relate it to the imperialism of the Western bourgeoisie, internal 
colonialism, center-periphery encounters and clashes, and class consequences of the 
uneven diffusion of capitalism. The studies of Tom Nairn and Michael Hechter, 
following the lines of Marxist theory, and echoing the dependency theorists of the 
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1960s such as Gunter Frank, can be given as examples to the socioeconomic approach 
in the study of nations and nationalism.10  
Modernist theories having a sociocultural focus see nations and nationalism as 
resulting from the cultural transformations necessary for modernization. This view is 
best exemplified in Ernest Gellner’s work.11 Gellner argues that national movements 
create nations, and not vice versa: “Nations, like states, are a contingency, and not a 
universal necessity. ... Moreover, nations and states are not the same contingency.”12 He 
defines nationalism as a political principle which holds that nations and states are 
“destined for each other; that either one without the other is incomplete, and constitutes 
a tragedy.” National sentiment is a feeling aroused by the violation of this political 
principle, and nationalist movement is a movement realized by this sentiment.13 
Nationalism does not depend on some pre-existing identities and/or it is not the 
awakening of nations to self-consciousness, but arises due to the needs of the modern 
era. According to Gellner, the modern era is defined by the industrial society, which is 
an egalitarian society with competent and substitutable persons. Thus, it requires a 
culture different from the traditional culture of the “agro-literate” society, with 
homogeneity being one of its basic aspects. This cultural change is realized through the 
process of “exo-education” -- the high culture of the elite is standardized and 
disseminated to the masses through universal, standardized and generic public 
education.14 It is these cultural transformations and standardizations resulting in 
homogenous populations that made possible the idea of nationalism and the creation of 
nations. 
Although Gellner’s theory is valuable in some respects, his mapping of 
nationalism to modernization, or more specifically to industrialization, is a rather 
functionalistic account of history. He places too much emphasis on industrialization, 
and closes any space for agency. There are also factual problems in his argument: 
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industrialization, rather than the cause of nationalism may as well be its consequence. 
Gellner also overemphasizes the effects of mass education. A rather different view of 
nations and nationalism that considers nationalism as a modernist ideology, paying 
specific attention to the ideas of the elite, is exemplified in Elie Kedourie’s work.15 
Kedourie, unlike Gellner bases his explanation on the level of ideas, and focuses mainly 
on agency. He argues that nationalism was a doctrine invented in Europe at the 
beginning of nineteenth century, and embraced by modern, uprooted yet disempowered 
and alienated intellectuals. National identity is regarded as the creation of the nationalist 
doctrine.  
As different from this view of nationalism as ideology, the theories having a 
political focus in the study of nations and nationalism center on the primacy of political 
institutions. Although the works of Anthony Giddens and Charles Tilly do not 
specifically focus on nationalism per se, their studies can be regarded among the 
theories of nations and nationalism which provide a political focus, since they provide 
insightful arguments about the formation of nation-states, and about the relation of 
nationalism with the rise of the modern state, and the latter’s association with military 
power, and warfare.16 Michael Mann more explicitly argues about the primacy of 
political and military factors in the formation of nations and nationalism, focusing on 
the rise of capitalism, the growth of class conflict, and the modern militarized state.17 
John Breuilly, considering nationalism as being “associated with the development of 
specifically modern kinds of political action,” also connects these kinds of political 
action to the development of the modern state.18 Considering nationalism as a form of 
politics, Breuilly also emphasizes the role of the elites, but do not focus specifically on 
the ideas of the elites as Kedourie does. He also constructs a typology of nationalist 
movements, distinguishing them according to their functions, i.e., coordination, 
mobilization, and legitimation. Within this view, nationalism is treated as a struggle for 
and over the state. 
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There are also modernist theories of nationalism emphasizing the socially 
constructed character of nations and nationalism. The works of Eric Hobsbawm and 
Terence Ranger, and Benedict Anderson display such a constructionist approach.  For 
Hobsbawm and Ranger, nations are the products of social engineering realized through 
the invention of traditions. According to them, invented traditions are “responses to 
novel situations which take the form of reference to old situations, or which establish 
their own past by quasi-obligatory repetition.”19 Such forms of behavior are invented as 
traditions for establishing the social cohesion of groups because “rapid transformation 
of society [in the modern era] weakens or destroys the social patterns for which ‘old’ 
traditions had been designed.”20 Historical continuity of nations is indeed a construct 
because the presumed elements of this continuity are invented. In their words: 
“Historical continuity had to be invented, for example by creating an ancient past 
beyond effective historical continuity, either by semi-fiction … or by forgery …”21 
Invention does not necessarily refer to novel creations; every society have stores of 
materials from which such traditions can be constructed. 
Benedict Anderson also considers nations as cultural artifacts, and argues that the 
nation is a political community “imagined as both inherently limited and sovereign.” 
According to him, nationalism emerged by the end of the eighteenth century with the 
advent of modernity. A historical contingency arising in relation to the socio-historical 
and technological transformations (the decline of the religious community, and the 
dynastic forms of legitimation, the emergence of a new sense of temporality, and 
development of the printing press), nationalism, within time, became a modular 
phenomenon. Contextual factors led to different types of nationalisms. The Creole 
nationalisms of Latin America were the first to develop, and these first examples were 
adapted in Europe, where development of “print-languages” became an important issue 
in the formation of nationalisms. Such developments created problems for dynasties, 
eroding their bases of legitimacy, which in reaction developed official nationalisms. 
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Colonial nationalisms were the last wave of nationalisms, and were generated by 
bilingual intelligentsias.22  
The modernist paradigm today represents the orthodox stance in the scholarship 
on nationalism, yet this does not mean that the specific theories belonging to this 
paradigm are free from criticism. There is in fact no coherent, grand theory of 
nationalism. Various influential theories of the modernist paradigm have their strengths 
and weaknesses. The background of this research on textbooks is formed by the 
modernist theories presented above; the constructivist view is taken as the basis of the 
analysis. In the following pages, the primary school textbooks are analyzed to uncover 
the discourses of nationalism that were used to design the society through education 
from the early years of nation-state formation onwards. The language readers, life 
sciences, history, and social studies textbooks are analyzed along the chronological 
periodization laid out in the former chapter: from 1928 to 1948, from 1948 to 1968, 
from 1968 to 1981, and from 1981 to 2000. The results of the analysis are presented 
under the two main themes as: 
i. Nationalism in the making of the national self, 
ii. The making of the nation through the ‘other’. 
The following pages first focus on the ethnic and civic sources of the nation. This 
widely mentioned dichotomy has been referred to  in the scholarship using different 
terms such as good versus bad, Western versus Eastern, rational versus romantic, 
progressive versus regressive, territorial versus genealogical, political versus cultural, 
civic versus ethnic. The study then, under the second subheading, undertakes the 
analysis of the formation of national identity through the construction and naming of 
‘others’. 
 
 
3.1. Nationalism in the Making of the National Self 
 
 
In the literature on nationalism, the nature of national identities and nationhood is 
usually explained within the context of the distinction between two types of 
nationalisms. This typology goes back to the works of the early scholars of nationalism 
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such as Hans Kohn.23 Kohn’s canonical study on nationalism differentiated between 
two types of nationalisms: Western and non-Western. The Western type, exemplified in 
the French, British and American cases, shares the premises of European 
Enlightenment, and favors the ideas of progress, democracy and industrialization. From 
this rational and associational version of nationalism, which was mainly the product of 
middle classes, the nation emerged as a concept defined has having a common territory, 
and the institutional framework of a state. Kohn defined this version of nationalism as 
the good, in fact, the normal type of nationalism, and separated it from the degenerated 
one; the non-Western type. Operating in unfavorable circumstances, nationalism 
evolves into the non-Western type. This version of nationalism, mainly stemming from 
the intellectuals, results in the organic and mystical conception of the nation. Kohn 
associated this non-Western nationalism with the Central and Eastern Europe and Asia, 
while signifying German nationalism as specifically exemplifying it.  
Using a distinction similar to the one made by Kohn, but somewhat diverging 
from a geographical mapping of it, John Plamenatz, in his article “Two Types of 
Nationalism,” also distinguished between two types of nationalisms: Western and 
Eastern.24 For Plamenatz, nationalism is a cultural phenomenon, and depends on the 
universal acceptance of a common set of standards which are primarily set by France 
and Britain. If the society is culturally equipped to meet these standards, nationalism 
evolves into the Western type, which is indeed a close approximation of Kohn’s good 
nationalisms. In societies where these predefined set of standards are alien, nationalism 
evolves into the Eastern type. According to Plamematz, eastern types of nationalisms 
are signified by a struggle to transform the society at hand in line with the predefined 
standards of the West. This transformation requires cultural changes such that the 
standards these nationalisms have to meet come from an alien culture. At this point, 
Plamenatz argued that simple imitation of the culture of the successful nations would 
not work because then the imitator would lose its distinctive identity. Thus, Eastern type 
of nationalisms are defined by the search for a national culture which can be adapted to 
the requirements of Western civilization and which nevertheless retains its 
distinctiveness. This equation results in a dilemma: Eastern nationalisms are both 
imitative and hostile (because nationalism involves a rejection of alien cultures in order 
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to protect the distinctiveness of the authentic one) to the culture it imitates. In this 
account, whereas Central European nationalisms are included among the Eastern type of 
nationalisms, Eastern European and Balkan nationalisms, as well as nationalisms 
encountered in the other parts of the world are also debunked to the category of the 
Eastern type. 
The dichotomy between the two versions of nationalism in fact leads to a 
differentiation in the conceptualizations of the nation, nationhood and national identity 
along the lines of this typology. Following Kohn’s blueprints of two different types of 
nationalisms, Rogers Brubaker presents a typology of “state-led nationalisms” versus 
“state-seeking nationalisms,” and argues that different forms of nationalisms resulting 
from specific historical conjunctures led to differing conceptions of nationhood in 
France and Germany.25 Therefore, Brubaker analyzes the historical trajectories of 
nation-building in these countries in order to compare conceptions of nationhood. 
According to him, the temporal distance between the processes of state formation and 
nation-building, as well as their sequence, has determined the distinct nature of 
nationhood and citizenship in France and Germany. Nationalism appeared in France as 
the attempt was made to achieve political and social unity throughout the state. It 
developed as a state-centric nationalism, bearing the stamp of “monarchical gestation, 
Revolutionary birth and Republican apotheosis.”26 Thus, Brubaker considers France as 
a “state-nation.” Nation as a category of practice came into being in France temporally 
after the state, and only because of the state. In France, nation was not defined by a 
historically signified shared culture but by political unity designated along the 
institutional and territorial frame of the state. These developments resulted in a state-
centered, assimilationist, unitarist, universalist and secular conception of nationhood 
defined in “political” terms. However, the historical experience of Germany with 
nationalism, as different from the “state-led nationalism” of France, led to a different 
conception of nationhood. As Brubaker states, the German nation was first constituted 
as a cultural unity. “This pre-political German nation, this nation in search of a state, 
was conceived not as the bearer of political values, but as an organic, cultural, linguistic 
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or racial community -- as an irreducibly particular Volkgemeinschaft.”27 German 
intellectuals, influenced by the ideas of Romanticism, played a significant role in the 
expression of German nationalism in ethnic and cultural terms, which led to the 
emergence of an “ethno-cultural” conception of nation. This cultural unit was then 
expressed in political unity; in fact, German nationalism preceded the formation of the 
German nation-state. Due to this “state-seeking nationalism,” the German conception of 
nationhood has acquired a Volk-centered, differentialist, particularistic and organic 
nature.  
Typologies are indeed simplifications made through abstraction, and at best 
approximations to real processes. When compared with the actual historical 
experiences, any typology is bound to be reductionist. As Maxim Silverman shows in 
his study on citizenship and immigration in modern France, the practices of nationness 
can differ from the legal conceptions nationhood.28 In this study, Silverman presents 
and analyses the differentialist discourses and the exclusionist everyday practices 
employed in contemporary France. In fact, the canonical typology of nationalisms 
provided above with specific examples from the scholarship (referred here from now on 
as civic versus ethnic nationalism) also suffers from being built around idealized types 
and generalizations, with similarities being overlooked and differences especially 
underlined. Partha Chatterjee considers this typology of civic and ethnic nationalisms to 
be an incompetence of liberal-rationalist thought. Nationalism within the liberal-
rationalist framework is regarded as an integral part of the “story of liberty,” and when 
historical evidence does not verify this, a distinction is made between the normal and 
the deviant type.29 Although this criticism is valid, the typology provides us with useful 
tools in the analysis of nationalism and national identity, and their relations with the 
state and nation-building processes. In this study, the civic-ethnic distinction is not 
taken as a dichotomy between Western and other nationalisms, where the former 
represents the good and normal type, and the latter refers to the evil type (which is 
associated with everything that the West presumably does not stand for). Instead it is 
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used, following Weberian lines, as a heuristic device for the deconstruction of the 
nationalist discourse of the textbooks. 
In fact, Bernard Yack and Will Kymlicka have shown that trying to present 
normative accounts with respect to such types of nationalisms is abortive.30 Yack 
questions the argument that civic nationalism is purely voluntaristic and free from 
cultural inheritance, and leads to a liberal democratic regime. Arguing that there are 
implicitly shared cultural parameters behind the political unity of civic nations, he 
points to the related problems of the liberal thought which lead to this assumption. Yack 
further questions the myth that civic nationalism is “conducive to toleration and 
diversity” and free from “intolerance and paranoia,” and stating,  
After all, American citizens have been denounced and persecuted for 
clinging to un-American political principles as well as for their foreign 
backgrounds. And as George Mosse reminds us, it was the decidedly civic 
nation of the French Jacobins that invented many of the techniques of mass 
persecution and mass paranoia exploited by twentieth-century fascists and 
xenophobic nationalists.31 
 
Yet, Yack also considers the contrast between nations whose “cultural inheritance 
centers on political symbols and political stories,” and nations whose “cultural 
inheritance centers on language and stories about ethnic origins” as valid.32 
Kymlicka provides a similar critique of the typology of civic versus ethnic 
nationalism as Yack. He argues that the claims made about the distinction between civic 
and ethnic nationalism are overstated. Thus, he questions the argument that civic 
nationalism is deprived of a cultural component, and argues that both types of 
nationalisms have such a component. However, they differ in how they define this 
cultural component, i.e. in ethnic terms or not.  Kymlicka considers the argument that 
civic nationalism is “inherently good, peaceful and democratic” to be a “mythical 
conception.”33 He presents Latin American countries as exemplifying this point:  
Most of these countries have a strong sense of national identity that is non-
ethnic. Peru and Brazil, for example, are extraordinarily multiethnic 
societies, granting equal citizenship to whites, blacks, Indians, and Asians. 
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Yet there is nothing necessarily democratic about them. Civic nations can 
be military dictatorships as easily as liberal democracies.34 
 
Kymlicka further argues that nationalist conflicts are generally the resultant of civic 
nationalisms trying to assimilate and thus incorporate national minorities forcibly into 
the nation. Nevertheless, he considers the distinction between civic and ethnic versions 
of nationalisms to be useful since how nations define their cultures matters. These 
variations are crucial to understanding the specifics of various nationalisms.35 
Following Antony Smith, it can be argued that, all nationalisms contain both civic 
and ethnic elements, although “in varying degrees and different forms,” such that 
“sometimes civic and territorial elements predominate; at other times it is the ethnic and 
vernacular components that are emphasized.”36 It is these predominating elements that 
define the character of the nationalism in question. This study uses as a guide Smith’s 
theoretical insight that any national identity is multi-dimensional.37 Although the 
formation of Turkish national identity, and the paradoxes it embodies can hardly be 
considered as exceptional, before moving onto the analysis of the textbooks, providing 
some background on nationalism and the multi-leveled formation of national identity in 
Turkey is necessary in order have a better view of the specifics of the situation. 
Analyzing the final years of the Ottoman Empire and the early years of the 
Republic, Erik Jan Zürcher conceptualizes the hegemonic nationalism existing then as 
“Ottoman Muslim nationalism.”38 What Zürcher wants to emphasize with such a 
conceptualization is the predominance of the Muslim character of the nationalist 
movement throughout the period that included the Balkan Wars, the First World War 
and the War of Independence. The nationalist movement occurring during this time 
tried to create solidarity within the Muslims living on the lands of the Empire, and 
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pursued the creation of a political space for this Muslim community. Zürcher stresses 
that “the movement was political, not religious,” and “that is why the Muslim 
nationalism of the Young Turks could go hand-in-hand with secularist modernizing 
policies.”39 Muslim nationalism developed in the aftermath of the nationalisms that 
resulted in wars, secessions, and, hence, was, to a large extent, reactive. The loss of the 
lands and populations, mainly Christian, that were under Ottoman rule, and the 
migration of Muslims from the lost lands, as well as from the Caucasus, led the ruling 
elites to adhere to such a nationalism. Zürcher points out that 
[t]he Unionist ideology was nationalist in the sense that they demanded the 
establishment of a state of their own: before 1918, they took every step to 
make the existing Ottoman state the Muslim’s own, and after 1918, they 
fought to preserve what remained of that Ottoman Muslim state and to 
prevent it from being carved up.40  
 
He presents especially the years between 1918 and 1922, the years of the liberation 
movement and followed by the War of Independence, as the zenith of the Muslim 
nationalist movement. After 1924, the character of the nationalism, and the national 
identity it sought to formulate changed: “from 1923-24 on the Kemalist leadership of 
the Republic broke the bonds of solidarity forged during the preceding ten years and 
opted instead for far-reaching secularization and for Turkish (as opposed to Ottoman-
Muslim) nationalism.”41 
Ahmet Yıldız, focusing on national identity rather than nationalism, provides a 
periodization similar to the one presented by Zürcher. Yıldız argues that Islam was the 
primary element of the national identity between 1919 and 1923, namely the years of 
the liberation movement and the War of Independence. He signifies this religious 
definition of identity as pluralist in the sense that it did not focus primarily on any 
ethnic group. In the years between 1924 and 1929, identity was not defined in terms of 
religion, but rather had become secularized; and after 1929, an ethnic axis was 
incorporated into the national identity. The emphasis on shared origins, and motifs 
depending on race and ethnic linage became the dominating features of the official 
national identity.42 Between 1929 and 1938, Turkishness became defined in terms of 
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origins and ethnicity.43 By the end of the final decade of the Kemalist period, national 
identity had become transformed into ethno-secular identity, with ethnicity and 
secularism established as structural elements of Turkish identity. Yıldız notes that racial 
and ethnic ideas, at least in the form of racial purity and eugenics, have been present in 
the Kemalist nationalist discourse since the beginning of the Republic. But he especially 
stresses the dominance of the racial and ethnic elements in the 1930s. These ideas 
became the primary signifier of Turkishness in the 1930s, with a view to matching the 
existing political borders with the ethnic ones.44 
Ayşe Kadıoğlu’s works analyzing Turkish nationalism, the construction of 
national identity, and citizenship also point to the multi-leveled formation of 
nationalism and national identity in the formative phases of modern Turkey. Kadıoğlu 
in her article “The Paradox of Turkish Nationalism and the Construction of Offical 
Identity” argues that the differentiation between the French and German nationalisms 
and their respective conceptualizations of citizenship is significant in understanding the 
paradoxical nature of Turkish nationalism. She stresses that the search of Eastern 
nationalisms, “to transform the nation culturally while at the same time retaining its 
distinctiveness,” is a “leitmotiv in Turkish nationalism as it evolved alongside Turkish 
modernization.”45 Although Turkey has never been a colony, this contradiction results 
from the adoption of a Westernization project by the ruling elite. In the case of Turkish 
nationalism, a paradox stems from trying to achieve a balance between the (Western) 
Civilization and Culture -- between modernity and tradition. In other words, Turkish 
nationalism embraces the characteristics of both French and German nationalisms in an 
“attempt to combine the missions of both French and German models.”46 As Kadıoğlu 
shows in “Citizenship and Individuation in Turkey: The Triumph of Will over Reason,” 
besides the paradoxical nature of Turkish nationalism, the sequence of the emergence of 
state and nation in Turkey is also important in defining the nature of national identity 
and citizenship. In her words:  
In the case of modern Republican Turkey, one can refer to a state preceding 
a nation (i.e., “a state in search of its nation”). Hence, state-political unity 
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… contrary to the case in Germany — constitutes the cornerstone of 
Turkish national identity.47  
 
This paradoxical nature of Turkish nationalism (displaying the characteristics of both 
French and German nationalisms), as well as the specific sequence of the emergence of 
state and nation is reflected in the multi-leveled formation of national identity and 
citizenship in Turkey, which employs both civic and ethnic elements in varying degrees 
and combinations.48 
In the following pages, this multidimensional formation of the national self is 
analyzed starting with the early years of the Republic and moving into the more recent 
past by uncovering the civic and ethnic elements incorporated. The typology of civic 
and ethnic nationalisms is used for the purposes of deconstructing the nationalist 
discourse of the textbooks used in Turkey, and analyzing the conception of Turkish 
national identity that these textbooks construct, and inculcate. However, as it is used, 
the typology is also complemented with the insights provided by the above criticisms. 
The civic elements encountered in these textbooks are mainly the emphases on territory, 
duties, Republican morality, the unity of ideal, and adherence to the state. In the organic 
view of the nation, emphasis is on the ethnic origins of the nation, the commonality of 
language and culture, the existence of a pre-defined and unchanging national character, 
as well as the myth of ancestors, national spirit and genius. These elements exist in 
varying degrees and combinations throughout the period under analysis, depending on 
the historical and contextual conditions. 
 
 
3.1.1. The 1928-1948 Period: 
 
In the primary school textbooks of the late 1920s, the focus of nationalist 
discourse is the geographical space of the new state, the Republic of Turkey. This 
territorial nationalism of the textbooks of the 1920s is coupled with an ethnic 
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nationalism from the 1930s onwards. Although the textbooks of the 1920s are not 
without ethnic elements; the emphasis is mainly on territory, as well as on other civic 
elements such as citizenship duties and Republican morality. Duties, defined along 
military service, internalizing a protestant work ethic, and paying taxes, exist not 
because of rights but because of love and indebtedness towards the territory – the 
homeland. The discourse on national character focuses on Republican morality, a newly 
constructed framework of action and behavior modes. In the textbooks of the 1930s, 
though the emphases on territory and duties continue to exist, the ethnic elements 
become dominant. What is significant in these textbooks are the narratives on the 
origins, the myths of ancestors, and the emphases on language, national spirit, and 
national character, the latter now defined with respect to ancestors. This discursive shift 
in the textbooks, realized through the introduction of an ethnic nationalist discourse, 
was the result of the officially constructed Turkish History Thesis. The thesis formed the 
background of the textbooks even after its abolishment in the mid-1940s, and worked to 
crystallize the ethnic elements. However, besides being an attempt to solidify the ethnic 
axis of the nationalist discourse and identity, the Turkish History Thesis was indeed an 
attempt to settle the paradoxes between Westernization and nationalism. In the 
following pages, first the conceptualizations of homeland, duties and the national 
character in the textbooks of the late-1920s are analyzed, then the discursive shift of the 
1930s is explored. 
The textbooks of the late 1920s place great emphasis on the territory of the newly 
founded state. This territory is conceptualized as the homeland -- vatan. Vatan, as a 
concept, was created in the late Ottoman times. Bernard Lewis traces the earliest 
references to this word, and argues that the word was first used in the translated 
documents and/or in the description of European events. He argues that the word 
entered official use in the 1830s, and by mid-century, had become a part of the language 
of the national ideas and sentiments.49 Although the territorial references of the term 
have changed over time, and, in part, because of these changes, the significance of the 
term did not decrease. It became one of the focal points of the nationalist discourse.50 
The new state, in search of a political and social unity, tried to make an imagined 
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community of the people living within its borders. As Anderson has showed, the 
realization of such a political community defined along the territory of the state requires 
a geographical awareness with respect to that territory. Mass education was one of the 
instruments of instilling such awareness in the populations living within the borders of 
the Republic. The textbooks of the late 1920s, as in the poem titled “Geography of the 
Homeland,” published in the 1928 language reader for fourth grade students, frequently 
argued, “one who does not know the geography of the homeland is not a Turk!”51 
The nationalist discourse, besides inculcating geographical awareness and 
knowledge of the land, also tried to instill a historical awareness with respect to the 
territory in question. In the textbooks of the late 1920s, the narratives of the War of 
Independence were utilized for this purpose. Through these narratives, it was frequently 
emphasized that many people had died creating and protecting the territorial borders of 
the new state --the homeland. A passage titled “The Child of the Homeland” narrated 
the story of a little child sacrificing his life to protect the homeland.52 In the language 
reader published in 1928 for fourth grade students, Anadolu (Anatolia) is called “the 
homeland of martyrs.”53 The 1928 fifth grade language reader followed the same lines, 
as can be seen in this poem: “With the blood of the martyrs / Red is the territory of 
homeland.”54 These ongoing emphases on self-sacrifices made all the living, and all 
who will be born indebted to the martyrs, and thus to the homeland. As nationhood was 
defined with the territory of the state, it was structured not only along an awareness and 
love of the land, but also along the notion of debt.  
The territorial focus of the Republican nationalist discourse indeed fits the 
temporal order of state and nation formation in Turkey. In this respect, the Turkish case 
resembles the historical trajectory of nation-building in France as presented by 
Brubaker. As in France, the state preceding the nation, tried to form the nation in 
congruence with its geographical borders. This can be seen in the passage published in 
the 1928 fifth grade language reader. The passage was entitled “People’s Government: 
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The Republic.” As stated in the final sentence of the passage, the new nation was not 
the same as the community or communities that existed prior to the new state: 
An independent individual in an independent society; the happiness of the 
individual besides the happiness of the society; an independent and happy 
national in a new and well-constituted nation; dear brother, this is the aim of 
your new government.55 
 
The goal of the new state was in fact to create a “new and well-constituted nation.” 
The attempts to shape national identity as a state/political identity in the primary 
school textbooks of the late 1920s led to a conception of nationhood structured along 
awareness of, and love and indebtedness towards the territory of the state. In these 
textbooks, citizenship was defined in line with this conception of nationhood, and 
signified with duties rather than rights. Yuval-Davis suggests that, in a country where 
“sacrificing one’s life for one’s country is the ultimate citizenship duty, citizenship 
rights are conditional on being prepared to fulfill this duty.”56 As can be seen in the 
textbooks in general, each and every citizen was supposed to show his/her love and 
gratefulness by acting obediently and doing whatever is asked from him/her in the name 
of homeland. As such, a passage entitled “The Voice of the Homeland” in the fifth 
grade language reader published in 1928, presented the homeland as a mother, and told 
the students to always listen to “her voice” and realize “her demands.”57 These 
necessary acts and sacrifices were regarded as duty. 
With territory set as the primary signifier of national identity, the preservation of 
territorial borders attained utmost importance. Nationals were indebted with the duty of 
protecting the homeland, and military service was signified as the fundamental duty of 
the citizens. A passage entitled “Little Soldier” published in the 1929 fourth grade 
language reader, narrated the story of a child who had joined the army during the War 
of Independence. The passage stated that serving the homeland was the duty of every 
national, and defined the biggest service to the homeland as military service.58 This 
formulation made the situation of women problematic. Although a part of the nation, 
women, not allowed to fulfill the most fundamental duty of citizenship, were turned into 
second-class citizens. Men were regarded as the true bearers of nationhood and 
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citizenship. Not being able to perform military service, but being still indebted with the 
duty of protecting the geographical territory of the state (and thus protecting national 
identity), resulted in a differentiation of women’s status as citizens and nationals.  
In the textbooks of the late 1920s, besides military service, citizens were also 
indebted with the duties of performing a protestant work ethic and paying taxes.59 All 
national subjects, out of their love and indebtedness towards the homeland, were 
supposed to work vigorously throughout their lives. The 1929 third grade language 
reader called upon the child to wake up early and do his/her duty of “working for the 
homeland,” which was in this case defined as going to school.60 Paying taxes followed 
the duty of work as another primary duty of each national subject. This was presented as 
a necessity for managing the expenses of the government, which was indeed a necessity 
for the nation to be able to govern itself.  
Besides territorial emphases and citizenship duties, an attempt was made to define 
a Republican morality in the textbooks of the 1920s. In fact, the attempts to establish a 
new morality to replace that the morality of the ancient regime are characteristic ones, 
the earliest examples of which can be found in the efforts of the Revolutionaries in 
France after 1789.61 Similar efforts were carried out in Turkey in the 1920s to establish 
a “revolution of values.”62 A scheme of Republican morality was introduced into the 
textbooks to replace the Islamic one of the ancient regime. As Zürcher and Yıldız have 
shown, between the years 1918 and 1924, which can be referred as the formative years 
of Turkey, Islam was a part of the conception of nationhood. After 1924, there was a 
secularization of this conception through such measures as the abolishment of the 
caliphate, the removal from the constitution of the clause about Islam being the state’s 
religion in 1928, and the Kemalist reforms. However, the abolishment of Islam from the 
public sphere and the secularization of national identity also required the construction of 
a new framework of modes of action and behavior. Hence, a new Republican morality 
scheme was constructed as a framework of action and behavior serving the needs of the 
secular Republic. What is also significant is the presentation of the Republican morality 
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as defining the national character. The idea of the national character can be traced back 
to seventeenth century European political thought. However, with Rousseau, it became 
central to the political life of the community. As Smith argues, Rousseau “sought to 
translate it [the idea of national character] into a practical programme of national 
preservation and restoration.”63 
The language readers of the late 1920s are indeed full of stories signifying moral 
principles and character traits. In numerous passages, being hardworking, well-
mannered, docile, obedient, trustworthy, brave, heroic, and sacrificial is presented as the 
characteristics that children should internalize. These traits are at the same time 
portrayed as national character traits. Especially exhibiting bravery, heroism and self-
sacrifice are demanded through presenting role models with the narratives of the 
Independence War. In a language reader published in 1929 for third grade students, a 
passage entitled “A Brave Child” told a story of self-sacrifice at the time of War of 
Independence.64 In another language reader for third grade, published in 1929, a passage 
entitled “Two Sacrificing Children,” narrated the story of a mother and her two 
children, a boy and a girl, hiding soldiers from the enemy during the War of 
Independence.65 
However, while it attempted to shape national identity as a state/political identity, 
the nationalist discourse of the late 1920s was not void of ethno-cultural references.  In 
fact, Yıldız notes the presence of racial and ethnic ideas, at least in the form of racial 
purity and eugenics, in the Kemalist nationalist discourse since the beginning of the 
Republic. He signifies the years between 1929 and 1938 as those in which the on-going 
process of incorporating an ethnic axis to the national identity took place, and especially 
stresses the dominance of the racial and ethnic elements in the 1930s. The analysis of 
the textbooks presents a similar, though not exactly the same, picture of national 
identity. As seen above, the conception of nationhood was defined mainly with respect 
to territory, and also other civic elements such as citizenship duties and Republican 
morality. However, racial and ethnic ideas, both in the form of reference to the origins 
and form of racial purity and eugenics were evident. In the 1928 language textbook for 
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fifth grade students, one can come across sentences such as “You are a Turkish child 
carrying the blood of our heroic ancestors in your veins.”66 References to race can also 
be seen in the textbooks used in this period. For instance, in the passage titled 
“Improvement of the Generation,” published in the 1929 language reader for fifth grade 
students, generation, nation and race are used interchangeably.67  
References to origins can also be seen in the examples of role models portraying 
the national character. As can be seen in the fifth grade language reader published in 
1928, in addition to references to Republican values, national character is also defined 
with respect to ancestors. In this passage entitled “Alp Arslan,” the Malazgirt War and 
its leading warrior is narrated. The war narrated took place in southeastern Anatolia 
between the Byzantine Empire and Seljuk Empire in the year 1071, and ended with the 
victory of the latter.  The emphasis on this war can be regarded as part of the attempts to 
instill a historical awareness with respect to the territory in question. In the passage, Alp 
Arslan, the legendary commander of the Seljuk army, is defined as being heroic, 
combative, and at the same time civilized and humanist. However, this example also 
presents an alternative to the myth of ancestors in defining the national character. The 
passage argued that the ancient Turks had worshiped iron, and added: Because of this 
tradition of his ancestors, the hero, Alp Arslan, paid ultimate respect to his sword.68 
Although the emphases on territory, duties and Republican morality continued to 
exist in the primary school textbooks published in the 1930s and early 1940s, ethnic 
elements, references and themes dominated these textbooks. For instance, in the history 
textbook published in 1930 for fourth grade students, it was argued that “The lineage 
[soy], as well as the health, of the sultans who mingle with women not from our breed, 
from foreign nations was corrupted.”69 However, it was the introduction of the officially 
formulated Turkish History Thesis in the early 1930s that brought about a discursive 
shift in the textbooks. The thesis was formed between the years 1929 and 1932, with its 
first public articulation made at the First Turkish History Congress of 1932.70 The thesis 
argued that Turks were the primordial nation of the whole world - originating in Central 
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Asia, migrating to different parts of the world, such as China, Europe and the near East, 
and bringing civilization along with it. It was also argued that these waves of 
migrations, followed by occupations and the subsequent settlements continued 
throughout history, resulting in the dissolution of the existing states, and in the 
formation of new ones by the migrating ethnic Turkish groups. The thesis in fact 
reconstructed national identity along ethno-cultural lines such that ethnic origins and 
culture became the focus of nationalist discourse. Besides this ethno-cultural focus, 
Turkish History Thesis also had racial aspects.71 The terms nation, culture, and race 
were used interchangeably in the arguments of the thesis, and they were supported by 
the racial research of the anthropologists of the time.72 The theory was backed by the 
launching of Sun-Language Theory in 1935, which argued that all languages derived 
from one primeval language which was originally spoken in Central Asia, and that 
Turkish was the closest one among all languages to this origin. The theory originated 
with and was developed by Kvergic, a Viennese Orientalist, and it was officially 
adopted at Third Congress of the Society for the Study of the Turkish Language in 
1936.73 
As the Turkish History Thesis was introduced to the textbooks from the early 
1930s onwards, language readers became full of reading passages referring to the 
historical ancestors –the “ancient Turks”-- and narrating stories about them.74 National 
identity, reconstructed along ethno-cultural lines, was at times defined along race. For 
instance, the terms nation and race were used in a passage titled “Turkish Nation” in a 
fifth grade language reader published in 1934 interchangeably, with nation and race 
presented as equivalents of one another.75 However, the discursive shift created by the 
Turkish History Thesis can best be seen in the fourth and fifth grade history textbooks 
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published after the official introduction of the thesis. Now the Turkish nation was 
signified as the oldest and greatest nation of the world, and it was argued that “the 
history of the Turk begins with the first human being in the world.”76 As stated in the 
same the fourth grade history textbook under the first topic, “Today and Yesterday”, “its 
[the Turkish nation’s] history is as old as the history of humanity.” The passage 
continued:  
Children… Today we live in our genuine homeland called “Turkey.” 
Turkish is our genuine language. We are called Turks. Every people living 
around, in every corner of our homeland are our real brothers/sisters. … 
Because their ancestors are also Turks, they think the same, they feel the 
same. They are similar to each other, they fight together against the enemy, 
and they die together. When these are considered, shouldn’t they be 
regarded brothers/sisters of each other? Thus we call the brothers/sisters 
living in the Turkish Homeland and who has consciousness of his/herself, 
who knows his/her friends and enemies, all together, the Turkish Nation. 
This nation is the oldest and greatest nation of the world. It has been an 
example to all other nations.77 
 
With the Turkish History Thesis, a new homeland, Central Asia, was introduced to 
the nationalist discourse, and defined as the “real motherland of Turks.”78 This newly 
defined “real motherland,” as part of the new official nationalist discourse on the 
origins, served the purposes of adding an ethno-cultural component to the national 
identity. At the same time, the thesis presented Anatolia as the genuine homeland of the 
Turks. It was argued that, since the pre-historical times, Anatolia was populated by 
Turks migrating from Central Asia. This can be seen in the fourth grade history 
textbook published in 1936. The unit entitled “The Turkish Nation and Homeland 
before the Great Revolution” stated the following:    
For a homeland as beautiful as the genuine homeland of Turkish Nation one 
can risk everything. … As our knowledge expands we will understand the 
beauty and value of our homeland better. However should we not explore 
from what period onwards these lands has been ours? The value of a 
homeland also depends on how ancient it is. Because only then it would be a 
place that has been lived upon, blended with the bones and blood of the 
nation, and its land processed with the efforts of the nation … Let’s explain 
since its time has come, Anatolia and Thrace has belonged to Turks since 
the ancient and dark ages of history. When Turks had found this place, it 
had no owners, and they moved into this land from its eastern gates, and 
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through settling and creating the first constructions, they made it 
prosperous.79 
 
As seen here, the territory of the Republic was reconstructed as the land of Turks dating 
back to pre-historical times. All the ancient civilizations that had flourished in Anatolia 
and in its vicinity, such as the Sumerian, Hittite, Scythian, Mediterranean, Aegean (and 
thus Greek) civilizations, were specifically signified as being founded by Turks. Also 
the roots of their languages were argued to be the Turkish language.80 As stated again in 
the fourth grade history textbook,  
We should learn at this point that the Turkish nation was the first nation to 
arrive and settle in Anatolia.  These Turks, coming from the east like the 
Oghuz Turks, are called Hittite Turks. The Hittites established a huge 
empire in Anatolia thousands of years ago, and created a great civilization.81 
 
While the Turkish nation was presented as the real owner of Anatolia, the formation of 
“Turkish national unity” in Anatolia was traced back to the Seljuk Empire.82 It was 
argued in the fifth grade history textbook published in 1937 that the Anatolian Seljuks 
had “rescued” Anatolia from the Byzantines, and as a result of this, the “pure Turkish 
language and culture re-flourished” in Anatolia.83 
Turkish History Thesis was indeed the result of a social engineering project that 
led to the re-writing of history. The Kemalist ruling elites’ secularization moves and 
their consequent repudiation of the immediate past required the invention of historical 
continuity by creating an ancient past. As Hobsbawn and Ranger shows the creation of 
this ancient past beyond effective historical continuity can be done either by semi-
fiction or by forgery.84 Copeaux regards the emphasis on Central Asian origins as an 
attempt to create an identity divested from the Muslim and Ottoman aspects. He also 
argues that the invention of ancient Anatolian Turkish ancestors served to counter the 
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Armenian and Greek nationalist claims on Anatolia.85 In fact, besides territory and 
Republican values, ethnic attachments were put forth in the thesis as a new basis for 
solidarity to replace the solidarity created earlier through religion. At the same time, 
Anatolia, the geographical territory of the new state, was constructed as ethnically 
Turkish, and all the different identities were disguised. Thus there were two options left 
for the people who would claim otherwise (that they are not ethnically Turkish): Either 
they had forgotten their Turkishness and had a false consciousness, or they were foreign 
elements. While the first one comprised the Muslims living on the land, the latter 
referred to the non-Muslims, the official minorities. 
The thesis also served another purpose. Secularization of national identity was a 
major part of the modernization move of the Kemalist ruling elite. With respect to the 
re-conceptualization of identity in the mid 1920s as a secular identity as opposed to 
Muslim, Zürcher states that: 
One can only assume that the crucial question the Young Turks had faced 
about corporate identity lost some of its urgency once independent survival 
had been secured and society had become relatively homogenous in 
religious terms, so then the question of “catching up with Europe” again 
moved to center stage.86 
 
Following the secularization attempts, history was reconfigured with the Turkish 
History Thesis to serve modernization.87 In the history textbooks, the narrative of 
human history and civilization focused on Central Asia as the first place where humans 
had lived. This can be seen in the fourth grade history textbook published in 1936. The 
chapter focusing on world history, entitled “What is Progress, How does it Happen?”, 
asked the students the following question and argued that Turks were the first human 
beings in the world: “From where did the Turkish Nation, the oldest nation of the world, 
come to Central Asia? Or was the first human-being seen here?” 88 Central Asia was in 
fact presented as the “cradle of civilization.”89 The same textbook suggested that 
As we will see the humans who brought civilization both to the east and to 
the west sides of Asia had moved to these places from the central parts of 
                                                 
85
 Copeaux, Tarih Ders Kitaplarında (1931-1993) Türk Tarih Tezinden Türk-İslam Sentezine, 32. 
86
 Zürcher, “Young Turks, Ottoman Muslims and Turkish Nationalists,” 174. 
87
 See Niyazi Berkes, The Development of Secularism in Turkey, (McGill University Press, 1964); reprint 
(London: Hurst & Company, 1998), 500-501. 
88
 T. C. Kültür Bakanlığı, Tarih, 5. Sınıf, 107. 
89
  Ibid., 9. 
 108  
Asia. For this reason, it is right to say that Central Asia is the first cradle of 
civilization.90 
 
Setting Central Asia as the motherland and the cradle of civilization can be regarded as 
an attempt to resolve the ‘paradox’ -- the dichotomy between modernization and 
authenticity -- that emerged in the nationalist project due to the embracement of whole-
scale Westernization.91 As again argued in fourth grade history textbook “It is 
understood from all these that the ones who took the first steps of progress for people in 
Central Asia, and who disseminated progress to the other parts of the world are none but 
the Turks.”92  
Turkish History Thesis was at the same time a response to the dichotomy 
between modernization and authenticity. According to Chatterjee, nationalisms arising 
in non-European contexts are bound to be derivative discourses due to their paradoxical 
natures. He argues that “Nationalist thought, in agreeing to become modern, accepts the 
claim to universality of this modern framework of knowledge.” However, it also tries to 
assure the autonomous identity of national culture, thus it “simultaneously rejects and 
accepts the dominance, both epistemic and moral, of an alien culture.”93 This essential 
paradox is presented with the dichotomy between modernization and authenticity. 
Turkish History Thesis, presenting civilization as belonging originally to the Turkish 
nation, and regarding the concerns of Western modernity (such as progress and 
productiveness) as the national characteristics of Turks, can be regarded as an attempt to 
settle this dichotomy between modernization and authenticity. Within this regard, 
what’s modern was not Western but indeed authentic, thus national. 
However, another paradox resulted from the Turkish History Thesis. In the words 
of the fourth grade history textbook, “Turks are maybe more devoted to their homeland 
than other nations. Then why did Turks move out of their Motherland, scatter all around 
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the world, settle in other countries and stay in those places?”94 The reason was 
presented as the change of climate and the drought in Central Asia, which had made it 
impossible to live there. Thus, the Central Asian motherland was regarded as a mythical 
land - impossible to return to. This argument also made it possible to avoid 
conceptualizations of national identity territorially on the lines of the presumed 
motherland, and also to avoid irredentist claims to be based upon Central Asia. 
Although ethnic elements, references and themes dominated the textbooks 
published in the 1930s and early 1940s, the emphases on citizenship duties and 
Republican morality continued to exist. The fundamental duty of nationals was still 
defined as protecting the territory of the state. Sacrificing lives for protecting the 
homeland was again a highlighted theme that can be seen even in the first grade 
language readers.95 As can be seen in the language reader for fifth grade students 
published in 1934, citizens were indebted with the duty of military service. This passage 
entitled “The Debt of Soldiering” stated that “the defense and preservation of the 
homeland is a sacred duty.”96  
Besides the duty of military service, working was also presented as a prime duty 
of citizenship. All national citizens, out of their love and indebtedness towards the 
homeland, were supposed to work vigorously throughout their lives. A linkage was 
provided between homeland, patriotism and working. A passage from a language reader 
published in the 1930s argued that “true patriotism is working.” It further stated that 
“The truest, real patriot is the one who works; the one who willingly does the work 
homeland has given.”97 The duty of paying taxes followed the duty of having a 
protestant work ethic. As stated in the 1936 fourth grade history textbook, “Every Turk 
gives tax to the government according to his earnings.”98  
Besides the dominance of ethnic themes, in the textbooks published in the 1930s 
and early 1940s, national character continued to be defined with Republican morality. 
The language readers of these years had stories signifying moral principles and 
character traits, and trying to formulate a general morality. For instance, in a passage 
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published in the 1933 language reader for third grade students, being hardworking, 
well-mannered and docile were stressed, and implicitly presented as the national traits 
that Turkish children should have.99 However, more often than not, national character 
was defined with respect to ancestors. For instance, the history textbook published in 
1930 characterized the ancestors as brave, determined, and “respectful towards their 
fathers and elders.”100 The book even defined the physical traits of ancient Turks.101 The 
third grade language reader published in 1933 emphasized the natural “bravery” and the 
“strength” of the Turkish nation.102 Another language reader published in 1934 for 
fourth grade students portrayed “the Turks living in the cities and villages of the new 
state” and “the Turkish nation” as naturally “trustworthy and skillful.103 In another 
passage, titled “Turkey,” published in the same language reader, the “Turkish nation” 
was defined as “trustworthy and heroic,” “civilized,” and “having served the civilization 
by founding states.”104 
 
 
3.1.2. The 1948-1968 Period: 
 
As seen above, the introduction of the Turkish History Thesis to the textbooks in 
the 1930s resulted in a discursive shift. From the 1930s onwards, the Turkish History 
Thesis provided the backbone history textbooks. In textbooks other than history, the 
basics of the arguments were designed in line with this new official historiography. 
Ethnic elements, references and themes dominated the primary school textbooks 
published in the 1930s and early 1940s. The year 1945, the end of the Second World 
War, marked a new era throughout the world. The emergence of the United States as the 
dominant world power was regarded as a victory for pluralist, capitalist democracy. 
These years also marked the beginnings of transition from the one-party rule to 
democracy in Turkey. The curricula of 1948 and the new textbooks were prepared in 
this atmosphere. As race became a heavily discredited concept in the aftermath of the 
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war, the more extreme claims the History Thesis were dropped beginning in the late-
1940s. However, most premises of the thesis were not questioned, and its basis and 
rationale continued to structure the textbooks. The Ottoman past, as well as the Islamic 
past was restored, yet the Kemalist historiography of the immediate past -- the narrative 
of the late-Ottoman times, the nationalist independence movement, and the early 
Republican years -- was not challenged.  
In the textbooks published between 1948 and 1968, the abandonment of the most 
extreme claims of the thesis led to a lessening of the emphasis on the ethnic elements. 
However, the narratives on the origins, the myths of ancestors, and the emphases on 
language, and national character, the latter defined with respect to ancestors, are still 
replete in the textbooks. The focus on the ethnic origins of national identity, designed 
along the mythical motherland of Central Asia, persisted. History textbooks, at the level 
of the fourth grade, emphasized migrations from this motherland, and the subsequent 
conquests and settlements in Europe (the Balkans and Spain), the Aegean, Anatolia, and 
Mesopotamia, where they founded civilizations.105 The parts on Central Asia and 
migrations were reduced. So were those on the forerunner civilizations of the world. 
The Turkishness of other forerunner civilizations of the world was not stressed as it 
previously had been. The biggest section in fourth grade history textbooks was now 
devoted to Aegean, Greek, and Roman civilizations.106 Such emphasis on these 
civilizations, which are generally regarded as the basis of the Western civilization, can 
be related to Turkey’s attempts to join the Western camp during these years. The new 
history textbooks (fourth grade), probably due to the lessening emphasis on radical 
secularism, also focused on the birth of Islam and the services of Turks to Islam and 
Islamic civilization, and were explained within the boundaries of state-making and war-
making. As in the case of previous ones, the fifth grade history textbooks focused on the 
history of the Ottoman Empire and the Turkish Revolution. Still, yet they paid more 
attention to the Empire since the sections on Seljuks were moved to fourth grade history 
textbooks.  
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Despite these changes in the history textbooks, the ancient Mesopotamian, 
Aegean, Central Asian and Anatolian Turkish ancestors were still invented. For 
example, it was argued that the Turks settling in Mesopotamia founded the Sumerian 
state. Minoans and Huns were regarded as Turks -- the former being the creators of the 
first Aegean civilization, in Crete; the latter, being praised for founding a strong state in 
Central Asia and expanding it to various parts of the world such as Europe. Hittites 
were still signified as the first people to live in Anatolia, and as Turks who founded the 
first Turkish state there.107  
The territory of the Republic, Anatolia, was argued to be “the second motherland 
of Turks,” and as presented as eternally Turkish.108 Thus, the geographical territory of 
the new state was constructed as ethnically Turkish, and all the different identities were 
disguised. The objective signifiers of the nation, such as the Turkish language and 
culture, were presented as being unchanged from the time immemorial. As stated in the 
fourth grade history textbook published in 1954, “Although after the Hittites, Anatolia 
had been captured by various foreign states, after the Malazgirt victory, it was again 
returned to the sovereignty of Turks.”109 Another fourth grade history textbook 
published in 1958, even furthered this argument: 
With the Malazgirt Victory, Turkish Nation gained a new homeland and 
started a new Historical Era. … After the Malazgirt Victory, Turks 
conquered Anatolia from one side to the other, and made this place a land of 
Turks.  After this time Turks settled in Anatolia and founded a new Turkish 
State.  This state, which continued to exist until today, called the State of 
Turkey (Türkiye Devleti).110 
 
These examples, besides signifying the invented ethnic Turkish base of Anatolia, also 
argue for the invented historical continuity of the ethnic base since the time of the 
Malazgirt War (beginning of eleventh century). However, the latter example, as well as 
signifying this invented ethnic Turkish base and its continuity, creates a historical 
continuity in Anatolia with respect to state. In doing so, it implicitly restores the 
Ottoman history of the land, and reconstructs the Ottoman state as Turkish. 
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In the textbooks published between 1948 and 1968, besides the ethnic elements, 
the emphases on territory and duties were also significant. Despite the ethno-cultural 
focus in the conceptualization of national identity, there was at the same time a 
territorial/political emphasis. Territory was presented among the main objective 
signifiers of national identity. The geographical territory of the state was the basis of the 
Republic and the new nation. The textbooks tried to inculcate awareness, knowledge 
and love with respect to territory. This time, unlike the former period, besides the 
narratives of the War of Independence, in the language and life sciences textbooks, the 
stories from the Ottoman times were also utilized. This emphasis on the Ottoman times 
was in fact new, and it focused mainly on the narrations of the wars that Ottomans were 
involved in. However, this new focus on the Empire made the emphasis on the territory 
of the new state and its borders problematic. In addition, these narrations equated 
Ottoman to Turkish, and specifically signified the Turkishness of the role models 
presented. Hence, these narratives, rather than serving to inculcate historical knowledge 
of the territory, introduced new myths of ancestors. 
In the textbooks published between 1948 and 1968, besides the myths on origins, 
the conception of nationhood was also structured along the notions of love and debt for 
the homeland. This love and debt for the homeland was supposed to culminate in the 
embracement of the duties. As can be seen in the poem titled “Homeland is You,” 
published in the 1955 second grade language reader, the relationship between the 
nationals and the homeland was extended even further. The poem equated the existence 
of each and every national to the well-being of the homeland.111 This linkage between 
the people and the homeland put every self in the service of the homeland. The poem 
continued to exist in the language readers of the following years, into to the early 1960s. 
In fact, the notion of duty, in the textbooks, was generalized and usually referred 
to as “serving the homeland.” In the words of the poem published in a 1949 life sciences 
textbook for second grade students, 
As you say that you are a Turk you are happy, rejoice. 
You are indebted to serve the homeland.112 
 
While serving the homeland was the duty of each and every national subject, the most 
fundamental service to the homeland was presented as protecting the homeland. Similar 
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to the former textbooks of the earlier years, in the textbooks published between 1948 
and 1968, nationals were indebted with the primary duty of protecting the homeland. It 
was frequently emphasized in the textbooks that many Turks had died to protect the 
homeland. The homeland is presented as the land of martyrs. The poem entitled “Little 
Soldier,” published in the 1966 second grade language reader, addresses the children as 
heroes and soldiers, and reminds them: “The homeland wants service from you.”113 
Along these lines, in the textbooks published in this period, military service continued 
to be presented as the fundamental duty of the citizens, which they are obliged to fulfill 
and should love doing so. 
As in the textbooks of the earlier years, sacrificing lives to serve the homeland 
continued to be a theme highlighted in textbooks published between the years 1948 and 
1968. However, besides the numerous examples and calls for heroism and martyrdom, a 
poem published in the 1952 fifth grade language reader made a different call to the 
children. Although the 1952 version of the reader was quite similar to its prior versions, 
this poem titled “For the Homeland,” an excerpt taken from a poem originally written 
by Tevfik Fikret, was a new addition: 
For the homeland one can die 
But you are indebted to live114 
 
The poem differed from the general lines of the nationalist discourse on homeland. 
While it did not deny the necessity of death for protecting the homeland, it made a call 
to the children to live.  
Besides military service, the textbooks published in this period, also presented 
“working” as among the major citizenship duties. Similar to the ones published in 
previous years, a linkage was provided between homeland, patriotism and working. 
Every national, out of his/her love and indebtedness towards the homeland, was 
supposed to work endlessly throughout his/her life. This linkage was also extended to 
the elevation of the nation, and the development of the country/homeland. As stated in 
the third grade life sciences textbook published in 1953, “For a nation to move in the 
path of civilization, it should work vigorously and develop the country.”115 The same 
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textbook also stress that “for the Turkish nation not remain behind the other nations,” 
“We will work, work, work.”116 In one of the introductory passages of another life 
sciences textbook for second grade students published in 1959, it was argued that 
“Elevation of the homeland and nation depends on your continuous work.”117  
What is also significant in this example is that concept of homeland is not used 
alone.  The term homeland started to be used together with the term nation. The same 
pairing can also be seen in the following pages of the textbook the third grade life 
sciences textbook published in 1953.  For instance, in one of the passages, the following 
argument was presented though the voice of a student: “I will work for the goodness of 
my nation and homeland.”118 In fact, in the textbooks published between 1948 and 
1968, the duties presented were not only for the homeland but also for the nation. 
Besides the general conceptualization of duty with reference to serving the homeland, 
the concept also referred to serving the nation.  
In the textbooks, national character continued to be equated with Republican 
morality. The language readers and life sciences textbooks published between 1948 and 
1968 are full of stories signifying moral principles and character traits. Besides attempts 
to construct a general Republican morality, these traits are either explicitly or implicitly 
presented as the national traits that Turks had and/or should have. The role models 
presented to children mainly with the narratives of the War of Independence were 
characterized as brave, heroic and self-sacrificing. Their exhibition was considered 
obligatory. The stories from the Ottoman times, as well as narratives of the War of 
Independence, were utilized. A reading passage in the life sciences textbook for first 
grade narrated the story of a brave child becoming a martyr in the defense of the 
homeland.119 The passage entitled “War of Independence,” published in the 1953 third 
grade life sciences textbook argued that “we presented our heroism to the whole world 
with the Lausanne treaty.”120  
However, in textbooks published in this period, national character was also 
defined with respect to ancestors. A poem in the third grade life sciences textbook 
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published in 1953 indicated that Turks were “high-born [soysal].”121 In the textbooks of 
these years, the ancestors referred to can well be the Ottoman people living in Anatolia, 
as well as the ancient Turks of Central Asia. For instance, a reading passage published 
in the same language readers introduced to the students an Anatolian peasant who lived 
under the Ottoman Empire and “discovered the first charcoal deposits of Turkey.” The 
passage presented this man as exemplifying “the finest example of the Turk who is 
hardworking, attentive, and clever.”122 What is also significant in this example is that 
Ottoman is used interchangeably with Turk, signaling that the restoration of the (the 
Ottoman part) was only possible by a reconstruction of this history as Turkish history. 
In fact, Ottoman ancestors, reconstructed as Turkish ancestors, became a part of the 
myth of ancestors, serving the ethno-cultural axis in the conceptualization of national 
identity. 
 
 
3.1.3. The 1968-1981 Period: 
 
In the primary school textbooks published between 1968 and 1981, the elements 
of both civic and ethnic nationalisms can be seen. Compared to the textbooks of the 
former years, the textbooks published in these years paid less emphasis to ethnic 
elements such as the myth of origins; however culture and the myth of ancestors 
prevailed as crucial components defining the national identity. With respect to civic 
elements, the emphases on territory, duties and national character continued to be a part 
of the conception of nationhood provided in the textbooks. 
With the 1968 curriculum, the subjects of history and geography were gathered 
under one course, and called “social sciences.” The parts of the social sciences 
textbooks that focus on history continued to be organized mainly in the same way as the 
earlier history textbooks. However, history was now not based on the Turkish History 
Thesis. While Central Asia continued to be designated as the motherland, with 
migrations and the subsequent conquests still forming a part of the textbooks, the 
emphasis of the nationalist discourse on origins lessened. Moreover, the Turkishness of 
the first civilizations of the world was no longer argued. For instance, in the fourth 
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grade social sciences textbook, published in 1978, although the 
Mesopotamian/Sumerian civilization was presented as having been founded by the 
migrations from Asia, the Sumerians were not identified as Turks.123 
Another major change from the prior period was the absence of the invented 
ancient Anatolian ancestors. The attempts to prove Anatolia as being originally Turkish 
came to an end. In the fourth grade social sciences textbook published in 1978, under 
the unit entitled “Who Lived in Turkey before Us?” the Hittites were referred to as the 
first people in Anatolia. Yet, unlike the earlier arguments, they were not openly 
acknowledged as Turks, but rather as “one of the ethnic groups, tribes which had 
migrated from Central Asia to the West.”124 The territory of the Republic was not 
regarded as belonging to Turks from time immemorial. Instead, it was now argued that 
Anatolia became “a Turkish country” in the aftermath of the Malazgirt War, from the 
eleventh century onwards.125 As stated in the fifth grade social sciences textbook 
published in 1979, “the gates of Anatolia were opened to Turks” with the “Victory of 
Malazgirt.” 126 
These changes in the discourse of textbooks were related to the embracement of 
the ideas of the Hearth of Intellectuals by the political right, especially by those 
belonging to the circles of the NAP and NSP, but also by the officer corps, and their 
incorporation into mass public education.127 This discourse, in addition to glorifying 
Islam, presented it as the innate characteristic of Turkishness. The so-called Turkish-
Islamic synthesis was attained through the invention of similarities between the pagan 
religion of ancient Turks and Islam, as well as the culture of ancient Turks and the 
Islamic civilization. The concern with being the originators of the forerunner 
civilizations, and thus of the Western civilization, had declined in importance. This 
concern was replaced by the glorification of the Islamic civilization, and an emphasis on 
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how developed Islamic countries were at a time when Europe was struggling with 
ignorance. Within the context of the Turkish-Islamic synthesis, what became significant 
was the Turkification of Anatolia and its concomitant conversion to Islam. 
The social sciences textbooks published between 1968 and 1981 still clung to the 
idea of national character. In them, contrary to earlier ones, national character was 
defined and presented to the students in the form of lists. These lists can be regarded as 
practical programs for national restoration.128 They provided the students with various 
modes of behavior. Fulfilling the expectations with respect to the listed behaviors, 
actions, feelings and appearances was equated with fulfilling the requirements of 
nationhood. These lists also provided a linkage between national character and duty. 
The fulfillment of duties was defined as part of the national character. 
The fourth grade social sciences textbook published in 1978, in its last unit 
entitled “The Motherland of Turks, Migrations and Their Results,” provides the students 
with such a list. The last section of this unit starts with the following argument:  
The parts that differentiate a living being or a thing from others are called its 
“characteristics.” The nations also have various characteristics; for example, 
one nation is even-tempered, does not get excited easily; hardly laughs and 
cries. It gives the best answer, after thinking and calculating everything. One 
decides and starts doing something and carries it to the end. Another does 
not consider others as important. It sees its own nation as superior to other 
nations; it is arrogant; wants its words to be listened to by everyone else. 
Like these, almost all the nations have their own characteristics.129 
 
The list, titled “The Characteristics of the Turkish Nation,” follows this argument. The 
characteristics of the nation are presented as follows:  
a. The Turkish Nation is intelligent. 
b. The Turk is hard-working. 
c. The Turk is honest; and in favor of honesty. 
d. The Turk is man of his word.  
e. The Turk is brave.  
f. The Turk is tolerant. 
g. The Turk loves to help others. 
h. The Turk is hospitable. 
i. The Turk is clean. 
j. The Turk respects the elder, and loves and protects the younger. 
k. The Turk loves knowledge and fine arts.  
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l. The Turk is tied to traditions and customs; but appropriates and applies 
useful innovations.130 
 
In the chaotic context of the 1970s, marked by the incorporation of the far right into the 
politics and government coalitions, such lists worked to put forth the “true 
characteristics” of each and every national clearly and directly. The list presented is, in 
fact, mostly a list of necessary modes of behavior. It also includes commands on 
feelings, as well as duties. Each entry in the list is followed by its explanation. For 
instance, the national characteristic of being hard-working is explained as “being useful 
to the society is Turk’s main goal,” which actually underlines the duty of performing a 
protestant work ethic, and the primacy of the society over the individual.131 Another 
national characteristic, being brave, refers to the duty of protecting the homeland. In the 
explanations of this characteristic, it is argued that “For the homeland, nation, flag and 
rights, the Turk knows how to die willingly and without hesitating.”132 Sacrificing lives 
for protecting the homeland, nation and its symbols is again a highlighted theme, and 
also a defining feature of Turkishness.  
In the last unit of the fourth grade social sciences textbook, this list of “The 
Characteristics of the Turkish Nation” is followed by another list: “The Strong Ties 
Connecting Turks to Each Other.” This list, which forms the final section of the 
textbook, in fact, offers a specific picture of the nation. At the same time, it utilizes the 
element of civic and ethnic nationalist discourses. It aims at assuring solidarity of the 
nation which was, especially significant under the current situation, defined by political 
turmoil, repressive measures taken the labor force and on society in general (due to the 
changes brought by the 1971 military intervention to the more liberal 1961 constitution 
and laws), as well as political terrorism, assassinations, and the economic bankruptcy of 
the country.  
The Strong Ties Connecting Turks to Each Other 
The most important ties that connect us to each other are: 
a) We all live on the same land. This country where we live together 
is called TURKEY. Our ancestors possessed this land, shedding 
their blood, and sacrificing their lives to do so. We all together 
make our living from this land. We love this homeland more than 
everything; protecting it is our primary duty. 
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b) We share the same culture. We share the same tradition and 
customs. The outward appearance of our houses, the materials they 
are made of and the order inside, our mosques, our life styles, our 
feelings, our folk songs, our sazs [a traditional musical instrument], 
our folk dances are the same, and different from the other nations. 
c) We are united by a shared ideal. All of us want to live free and 
independent. We have the goal of reaching the level of the most 
advanced nations. Being wealthy, happy, honorable and secure are 
our most important objectives. All of us strive for making Turkey 
the most developed country in the world. 
d) We share the same history. Before they came and settled in this 
land, our ancestors had good and bad days together. They also 
lived together on this land for a thousand years. Our ancestors and 
brothers, in order to save our existence and honor, fought side by 
side, shed their blood, and did not hesitate to sacrifice their lives. 
For centuries, they were neighbors, fellow countrymen, brothers-
in-arms. They rejoiced together; shared each other’s sorrows. 
e) The symbol of our unity is our Flag. The flag is the symbol of a 
nation’s honor, unity and cooperation. Showing respect to the flag 
means showing respect to our homeland, nation and ancestors. 
Historically the Turkish Nation, wherever it has stood, it has 
waved its sacred flag with glory and honor. 133 
 
The list provided carries the major elements of the nationalist discourse. The first entry 
on the list focuses on territory. As seen here, the emphasis on territory, and love of and 
indebtedness to it, continued to be important themes in the 1970s, too. The indebtedness 
that was supposed to be felt towards the homeland is linked to the country being the 
land of martyrs. Sacrifice for the homeland continued to be a significant theme, and its 
protection was again presented as the primary duty of the nationals. This emphasis on 
territory is followed by an emphasis on culture.  
Existence of a shared culture is the second entry on the list. Such an emphasis on 
culture can be regarded as a characteristic of ethnic nationalism. However, to make such 
an inference, the way culture has been defined becomes important because both ethnic 
and civic nationalisms have cultural components.134 This definition provided in the list 
does not refer to political attachments and processes, thus it is rather far from being 
civic. Instead, it is described as a way of life, and linked to traditions and customs, as 
well as folk elements. These linkages present this conception of culture as an element of 
ethnic nationalism. Also a specific emphasis is placed on the sameness of life styles, the 
appearances of the insides of the houses and feelings as representing a shared culture, 
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which points to the state’s efforts to create a homogenous private sphere, as well as a 
homogenous public sphere. These emphases portray the favored understanding of the 
nation as being the organic view of the nation. It is important to note that mosques are 
counted as among the elements of the shared culture of Turks. Although secularism is 
still a part of the nationalist discourse, it can as well be argued that national identity 
attained in this period an inexplicable religious cum Islamic component. 
The third entry on the list of the “ties connecting Turks” is the existence of a 
shared ideal which unites the whole society. The sharing of an ideal is one of the 
elements of the voluntarist conception of nationhood. This emphasis on ideals points to 
the existence of a civic nationalist discourse. The ideals presented and that are supposed 
to be shared by the members of the community are freedom, independence and 
development. A specific emphasis is placed on development, and it is linked to wealth.  
In fact, since the 1950s, the ideal of “attaining the level of contemporary civilizations,” 
in order words, Westernization, has come to be increasingly interpreted as being in the 
Western camp (except at the time of the coalition governments of RPP and NSP in the 
late 1970s led by Ecevit), and infrastructural and economic development. 
Modernization came to be defined more as economic development especially in the late 
1960s and 1970s, especially with Justice Party’s governments’ preference of the 
accumulation of wealth by the big entrepreneurs. In this third entry on shared ideals, 
development is also linked to happiness, honor, and security, all of which existed as 
important concepts for providing the pursued national solidarity, which attained more 
significance in the conditions of turmoil that existed in the 1970s.  
The following entry, shared history, challenges this voluntarist conception of 
nationhood by providing a myth of ancestors. The last entry of the list introduces the 
flag, a symbol of nationalism, and again utilizes the concept of ancestors. Thus, the 
elements of civic and ethnic nationalist discourses are simultaneously utilized in the 
provided view of the nation, and nationhood is specified along organic and voluntarist 
conceptions. Although the emphasis on the origins of the nation seems to have 
decreased, compared to earlier periods, it should be noted that the list provided is 
included in the unit on origins entitled “The Motherland of Turks, Migrations and Their 
Results.” 
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3.1.4. The 1981-2000 Period: 
 
The textbooks published in the aftermath of the 1980 military coup continued to 
utilize the elements of civic and ethnic nationalisms simultaneously. This “true version” 
of nationalism is now defined as Atatürkist nationalism. In the textbooks of the 1980s, 
the focus on territory, together with an emphasis on sacrifice for the homeland and 
protecting it, continued to be a part of the conception of nationhood provided in the 
textbooks. Duties and the existence of shared ideals, signified as freedom, independence 
and development, formed a part of the conception of nationhood. However, shared 
culture and history and the myth of ancestors prevailed in the textbooks as crucial 
components defining the national identity. National character continued to be defined 
and presented to the students in the form of lists. The lists presented the students with 
desired modes of behavior. They also provided a linkage between national character and 
duty. The social sciences textbooks of the 1980s, which were in fact the same textbooks 
as the ones published in 1978 and 1979, had the list of national characteristics, which 
were entitled “The Characteristics of the Turkish Nation.”135 The textbooks continued to 
carry the discourses of Turkish-Islamic synthesis to the masses.136 
In the textbooks of the 1990s, although nationhood was conceptualized through a 
simultaneous utilization of ethnic and civic nationalist discourses, the ethnic emphases 
were much stronger compared to the textbooks published after the mid- 1940s. The 
social sciences curricula and textbooks were rewritten in 1990 due to the dissolution of 
the Soviet Union, and the formation of new states in the Balkans and in the former 
Soviet territories. In these new textbooks, national character was still presented to the 
students in the form of lists.137 The lists provided in the newly designed social sciences 
textbooks of the 1990s were almost the same as the ones defined in the textbooks of the 
1970s and 1980s. Through these lists, national character was defined as a combination 
of desired behavior modes and duties. The emphasis on territory also prevailed, as can 
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be seen in the fourth grade social sciences textbook published in 1991. This textbook 
had a new chapter entitled “Homeland and Nation,”138 the first section of which focused 
on territory. Similar to the textbooks of the earlier years, this section entitled 
“Homeland,” emphasized the love of homeland.139 The homeland was again defined as 
the land of martyrs. It was argued that “We who form the Turkish nation willingly give 
our lives for the homeland.”140 However, different from earlier times, a specific 
emphasis was placed on conceptualizing territory by focusing on the notion of unity. 
The mapping of the nation to the land was done through this concept of unity. The 
textbook indeed stressed the “inseparable unity of the Turkish homeland and the 
Turkish nation.”141 What is also significant in this argument provided in the textbooks is 
the stress on Turkishness. This increased stress on unity and Turkishness in the 
textbooks can be related to the intensification of the armed conflict in the 1990s in the 
southeast of the country between the state’s armed forces and the PKK. 
The following section of the chapter “Homeland and Nation,” in fact, underlined 
this emphasis on Turkishness. This section, titled “Nation,” set out to provide answer to 
the question what a nation is. The answers presented are an amalgamation of ethnic and 
civic elements, and provides a peculiar combination of assimilationist and exclusionary 
views. 
For a society of people to be a nation it should have various characteristics. 
The major ones of these characteristics can be listed as the following: Unity 
of language, unity of history, unity of homeland, unity of culture and unity 
of ideal [ülkü]. The people living on the Turkish homeland have these 
characteristics. These people form the Turkish nation. As we see, a society 
which has among themselves unity of language, culture and feeling is called 
nation. The Turkish people founding the Republic of Turkey are called the 
Turkish nation.142 
 
As seen in the quotation above, common language, history, homeland, culture and 
ideal are presented as the major elements making up the nation. This definition 
embodies both ethnic and civic elements such as shared language, culture and history, 
and civic elements such as shared ideal and territory. The same quotation also provides 
another definition of the nation; “a society which has among within it a unity of 
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language, culture and feeling.” This definition of the nation is formed only of ethnic 
elements. The existence of another different definition of the nation seems to create 
confusion. However, this second conceptualization, by underlining the ethnic elements 
present in the first definition, strengthens the ethnic axis of national identity. In fact, the 
last sentence of the preceding quotation, by stating that “The Turkish people founding 
the Republic of Turkey are called the Turkish nation,” also points to this 
strengthening.143 According to this argument, the formation of the state and the 
realization of the nation were simultaneous developments. The existence of an ethnic 
Turkish base is stressed, and it is underlined as the founder of the state. The nation is 
also defined in terms of this base, presenting the ethnic axis of the national identity as 
its defining component.  
This chapter, “Homeland and Nation,” was maintained as the last unit of the 
fourth grade social sciences textbooks in the following years. The chapter continued to 
highlight and put forth similar arguments. The emphasis on the love of homeland, being 
linked to sacrificing oneself on its behalf, and the specific definition of the nation was 
retained.144 In 1999, the space allocated to the chapter increased as it was made into the 
first unit of the fifth grade social sciences textbook, which in fact points to an increased 
emphasis on the notions of homeland and nation, as well as on the themes of sacrifice 
and unity.145 
 
 
3.2. The Making of the Nation through the ‘Other’ 
 
 
Collective identity formation requires stressing differences, as well as signifying 
sameness, and these emphasized differences constitute the boundaries of the 
community. As Chantal Mouffe argues “every identity is relational and … the condition 
of existence of every identity is the affirmation of a difference, the determination of an 
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‘other’ that is going to play the role of a ‘constitutive outside’.”146 Similarly, it can be 
argued that the nation-building process involves the creation of the ‘other’ in order to 
construct ‘us.’ However, the primary school textbooks analyzed here constructs the 
‘other’, apart from being the constitutive outside, as the enemy. This is a rather 
Schmittian understanding of differentiating between us and them, transformed in a 
relationship of friend versus enemy. Throughout the textbooks, people, nations and 
states are defined as the enemies of the Turkish state and nation. As the presumed 
differences are created through the friend and enemy distinction, the prospects for 
democracy are made unlikely, on the one hand, and conflict and war are not only 
considered inevitable but necessary as well, on the other. 
Carl Schmitt, an authoritarian critic of democracy, argues for the friend/enemy 
distinction to be the basis of politics. According to Schmitt, the concept of the political 
depends on a differentiation between friend and foe. The state as an organized political 
entity decides upon this distinction, and the political enemy is viewed as the ‘other’. 
Building the concept of “the political” upon such a distinction, Schmitt comes to the 
conclusion that war is not only unavoidable, but it is the extreme realization of the 
political.147 Presenting a critique of Schmitt’s concept of “the political,” Chantal Mouffe 
argues that although identity formation is based on such a differentiation between us 
and them, and thus includes antagonism, the ‘other’ is not necessarily defined as the 
enemy, but rather as the “adversary.” A democratic pluralistic order can be created if the 
‘other’ is regarded as the adversary rather than the enemy. According to Mouffe, it is 
this “agonistic pluralism” that is “constitutive of modern democracy.”148 
The following pages focus on the discourse of nationalism presented in the 
textbooks through an analysis of the Turkish national identity, as defined and delimited 
by the creation of the ‘other’. The ‘others’ of Turkish national identity are analyzed here 
in two categories: internal and external. The “internal others” of the nation, as different 
from the ideal typical nationals, are the people who are portrayed as and blamed for 
being indolent, cowardly, ignorant, and/or backward-minded. They, though a part of the 
nation, are regarded as outcasts, degenerates, and/or traitors. They are stigmatized as the 
enemies of the society, nation and state. The “external others” of national identity are 
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the people or states with connections or claims to the territories on which the national 
historical narrative focuses. These people and states differ along the national historical 
narrative, and are presented in the textbooks as the enemies of the Turkish states and 
people. The nationalist discourse exceedingly utilizes remembered and/or invented 
rivalries and atrocities, as well as the narratives of wars.  
 
 
3.2.1. The 1928-1948 Period: 
 
The internal others of Turkish national identity presented in the textbooks 
published between 1928 and 1948 were formed of various groups of people. These 
presentations signaled who should not be regarded as belonging to the fraternal 
community of the nation. To begin with, alcoholics form one of the significant group of 
internal others.149 The people who are idle and not hard-working formed another 
group.150 The people belonging to any of these two groups were treated as degenerates 
and social outcasts. They were presented in the textbooks as betraying their homeland 
and nation, and thus also signified as “bad people,” not having and displaying the real 
characteristics of the Turkish people.  
The sultans of the late Ottoman times were also portrayed among the internal 
others. In the words of a 1929 second grade language reader, these sultans were “bad 
men” betraying their homeland and people.151 They were portrayed, as in the language 
textbook for third grade published in 1933, as “cowards.”152 Being coward is in fact 
opposite of the presented national characteristics. In the 1936 history textbook for fourth 
grade students, written under the auspices of the Turkish History Thesis, the Ottoman 
sultans were also portrayed as insane, ignorant, degenerate, and treacherous and/or lost 
in pleasures of life.153  
In the primary school history textbooks written in the aftermath of the Turkish 
History Thesis, not only the sultans of the late Ottoman times, but in fact “the Ottoman” 
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was regarded as the nation’s ‘other’.  As stated in the fourth grade history textbook 
published in 1936: 
But the Turkish Nation, despite having such a long and honorable history, 
could not even use its own name until very recently. Because the sultans 
who governed the nation, tried to make the nation forget the name Turk, the 
name which would cause the nation to remember its very self and glorious 
history. 
   These sultans, who had name Osmanoğulları, gave the name “Ottoman” to 
the whole nation as if it consisted of their men and servants. Even the 
country was called the Ottoman Country, as if it was the genuine property of 
the sultans. 
   The strong voice of Atatürk awakened the Turkish Nation, and made it 
remember its real self and real name. This artificial name was abandoned. In 
place of the artificial Ottoman Nation, which started to fade away within the 
yesterday’s artificiality, Turkish Nation has arisen and prospered.154 
 
As seen above, the Ottoman was set as the ‘other’ of the Turk. At the same time, 
“İstibdat,” despotism, was used to define the regime of the Ottoman Empire, and this 
regime was presented as the ‘other’ of the Republican regime.155 In the narratives of the 
War of Independence, the sultan, together with the state bureaucracy, was defined as 
“Istanbul government,” which was indeed the ‘other’ of the national government.156 
Another significant and widely used group of internal others was the people and 
groups referred to as “backward minded” and “ignorant.”157 These were the people who 
in one way or the other did not fit into the mainstream narrative of the Republic. 
“Religious fanatics” and “plunderers” were among the words used to refer to the people 
in this group of internal others.158 These internal others can be defined as the people 
who supported the “Istanbul government,” who were against the change of regime, who 
opposed to the national government, who stuck to the old ways of doing things, and 
who were against the nationalization and modernization moves. It was argued in the 
fifth grade history textbook published in 1937 that the “development movements in the 
Ottoman Empire in the nineteenth century” did not succeed due to these people and 
their actions.159 This can be seen in the parts of the nationalist narrative explaining the 
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lack of success of the Committee of Union and Progress. As stated in the same 
textbook: 
However, the people who gathered under the name İttihat ve Terakki (Union 
and Progress), did not share the same ideas. Among them there were those 
who thought progressively, wanted to renew the state, and who were 
nationalists, but there were also people who were in favor of the old ways, 
and want to turn the order of the state to the first years of Islam.160 
 
A differentiation was made between the progressive-minded people and backward-
minded ones.  The former group of people consisted of the nationalists, and wanted to 
modernize the state, whereas the latter one was comprised of Islamists, who were in 
favor of custom and old ways. 
In fact, the nationalist narrative argued that the whole nation was suppressed and 
had been kept ignorant by Ottoman rule. However, this group of internal others were 
separated from the rest of the people, by not being ignorant in a naïve way. As argued in 
the fifth grade history textbook published in 1937, “In order to keep the ignorant and 
backward-minded people from poisoning the nation, [Atatürk] did not mention in the 
[party] programs some of the revolutionary and progressive movements he planned.”161 
These people were charged with being “dark” and “backward” vis-à-vis the enlightened 
and progressive vanguards of the new republic. 
Being backward was at odds with the main national characteristic of the nation, 
which was signified as being progressive. Although the Turkish nation was kept 
backward by its rulers in the last centuries, its inhabitants were the first to appear in the 
world, and the first nation to create a civilization.162 This was actually argued in the 
fourth grade history textbook published in 1936, under the chapter entitled “What is 
Progress, How does it Happen?” In another chapter entitled “The First Blossoms of the 
Gök Turk Civilization” [Kök Türk Medeniyetinin İlk Filizleri] from the same textbook, 
it was stated that the Turkish nation, being the foundation of Civilization, also 
disseminated it throughout the world, and created progress and enlightenment 
throughout human history.163 
The external others of national identity presented in the textbooks published 
between 1928 and 1948 were the people and states with connections or claims to the 
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territories on which the national historical narrative focuses. Those presented as 
enemies of the nation differed according to the national historical narrative; in the order 
provided in the history textbooks, they are the Chinese, Semites, Christian Crusaders, 
Arabs, Byzantine Empire, Hungarians, Iran, Venetians, Poles, Austria, Russia, 
Bulgarians, Serbs, the French, the British, Italians, Armenians, and Greeks. Some of 
these people and states, namely the Greeks, Armenians, French, British, and Italians, 
were specifically stressed or underlined by the nationalist historical narrative as the 
enemies. The following pages will focus on these specifically signified ‘others’ of the 
nation, as well as on the Crusaders and Byzantine Empire; the analysis is limited to the 
‘others’ constructed in relation to the territory of the Republic.164 
In the textbooks, Greeks were signified as the nation’s utmost ‘other’. The large 
decrease in the number of people with Greek Orthodox origins living in Anatolia and 
eastern Thrace, due to the emigrations during and after the First World War, and the 
population exchange in 1923 between Greece and Turkey, enabled such a construction. 
In a reading passage from a language reader for fourth grade students published in 1928, 
when the aftermath of the First World War is narrated, the invasion of the various parts 
of the Ottoman Empire was signified as “the invasion of the Greeks and all the other 
enemies.”165 The nationalist discourse of the history textbooks focused specifically on 
the wars with the Greeks, and described them in great detail.166 In the narratives of the 
War of Independence, such as the one in the 1933 language reader for third grade 
students, Greeks were stigmatized as being “kahpe.” The word is used to define a 
sexually promiscuous woman, while at the same time, refers to backstabbing.167 
Through such processes of naming, the Greek as the enemy and the ‘other’ of the nation 
was enfeebled and degraded. Turkish identity was constituted in opposition to this 
feminized Greek identity. 
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The national historical narrative also signified other enemies, such as the 
Armenians, British, French, and Italians.168 In the narratives focusing on the First World 
War and its aftermath, and in the narratives of the War of Independence, in addition to 
the Greeks, the Armenians were deliberately named as the enemy. In the fourth and fifth 
grade history textbooks published in the 1936 and 1937, the Armenians were specified 
as the one of the major enemies against which the Turkish army warred during the War 
of Independence.169 The national historical narrative also acknowledged the French, 
Italians and British as having invaded various parts of the homeland in the aftermath of 
the First World War.170 The language readers published between 1928 and 1948 had 
stories of heroic self-sacrifices performed during the defense of the territories of the 
Empire against these occupations. For instance, a passage in the fifth grade language 
reader published in 1928 narrated the story of a heroic little child participating in the 
defense of Gaziantep, a city in the southwest of the country. In this passage, the French 
were deliberately named as the invaders.171 However, other than deliberate naming, 
generally the term “enemies” was used when narrating the invasions of the French, 
Italians and British during the post- World War I period. This can be seen in passage 
from the language reader for third grade students published in 1933 narrating the events 
of that period and the beginnings of the War of Independence. This passage, besides 
conceptualizing the sultan as the ‘other’ of the nation, uses a general, unnamed notion 
of enemy with respect to other people and states.172 In line with this example, the fifth 
grade history textbook published in 1937 asked the following question at the end of the 
section entitled “Partition of the Ottoman Empire”: “Which places did the Greeks and 
the other states invade?” In fact, this textbook, besides naming Greeks, generally used 
the term “enemy states,” other than naming these enemies at each and every narration.  
Besides presenting the Greeks, Armenians, British, French, and Italians as the 
external others of the nation, the textbooks published in these years designated the 
Byzantine Empire as the historical external other of the nation. This was mainly due to 
the rewriting of the history of Anatolia as being Turkish since the time immemorial. As 
analyzed before, this argument was one of the main arguments of the Turkish History 
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Thesis, introduced into the textbooks in the 1930s. However, the Byzantine Empire’s 
historical presence in Anatolia had the effect of contradicting this argument about 
Anatolia being the ancient and genuine Turkish homeland. It was argued in the fourth 
and fifth grade history textbooks published in 1936 and 1937 that even though Anatolia 
had historically been the homeland of Turks, due to the presence of the Byzantine 
Empire in these lands, the Turkish national presence could not be established before the 
Anatolian Seljuks. The Malazgirt War, a war fought between the Byzantine Empire and 
Seljuk Empire at the beginning of eleventh century in southeastern Anatolia, was 
signified as the war “saving” Anatolia from the Byzantine state, and returning it to its 
real owner, the Turks. It was argued that with the victory of the Seljuks, Anatolia again 
had become totally, and eternally Turkish. As stated in the fifth grade history textbook 
published in 1937, after the Malazgirt War “the whole Anatolian peoples blended; a 
national being came into existence.”173   
In fact, the Byzantine Empire was presented as the source of the false 
consciousness that some of the people living in Anatolia had acquired. Through various 
deceitful acts, the Byzantine state tried to get the people living in Anatolia to forget 
their Turkishness. As stated in the fourth grade history textbook published in 1936: 
At that time, Anatolia was in the hands of Byzantine Empire. This old state 
had tried to make the Turks that were already living in Anatolia accept 
Christianity and thus forget their Turkishness. These Turks also entered the 
Byzantine military. But they did not forget their real language and 
Turkishness.174 
 
As maintained in the above quotation, the Turkish people of Anatolia were able to 
preserve their true nationality as long as they did not forget their “real language.”  Yet 
the Byzantine state’s attempts of providing a false consciousness were not always 
unsuccessful. In the fifth grade history textbook published in 1937, the main cause of 
this success was presented as conversion to Christianity. 
The Eastern Roman Empire, at times with war, but mostly with cunningness 
and politics, tried to protect itself. With the help of the priests, it converted 
the Bulgarians and Slavs to Christianity. It agreed to let the newcomer 
nations settle on its land when it could not defeat them. It instigated quarrels 
between the Turkish nations. The ones it could convert to Christianity were 
taken into its service. It settled them in various places and caused them to 
forget their nationality.175 
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As seen from the quotation above, the Turkish people who converted to Christianity 
forgot their Turkishness and became assimilated. This argument, through presenting 
Christianity as an element of assimilation, sets the Christians as the nation’s ‘other’. At 
the same time, it inherently assumes that converting to Islam had resulted in the 
preservation of the national characteristics and national identity, and thus provides a 
positive link between Islam and Turkishness. 
These emphases on the presumed Turkishness of Anatolia in the textbooks indeed 
fits into the general policies of Turkification realized through such measures as the 
settlement law, enabling government to resettle the people and communities living 
within the country when seen as necessary, and the language campaigns of 1930s, 
forcing the non-Turkish speaking people and communities to use Turkish in public 
spaces.176 In addition, the exclusionary and discriminatory policies towards the non-
Muslims are most evident in measures like the forced exodus of Jews from the region of 
Thrace in 1934, and the Wealth Tax that was implemented in 1942.177 
The emphasis in the textbooks on Christianity being foreign and assimilative was 
coupled with the presentation of the Christian Crusaders as the historical external others 
and enemies of the Turkish nation. In the words of the fourth grade history textbook 
published in 1936, Crusaders were “the dark and ignorant Christians in Europe.”178 In 
fact, besides being the historical ‘others’ and enemies of the Turkish nation, they were 
also presented as the ‘others’ of the civilization. It was argued in the fifth grade history 
textbook published in 1937 that “The Muslim states which frightened the Europeans 
with their heroism and at the same time surprised them with their civilization were 
actually the states that had been founded by Turks who had moved into and settled 
along the Mediterranean.”179 While the Christian Crusaders were depicted as the 
uncivilized ‘other’, Turks, in contrast to them, were constructed as the civilized people 
who also saved Islam. 
As mentioned in the fifth grade history textbook published in 1937, what were 
significant with respect to the Islamic civilization were the services of Turks and 
Muslim Turkish states to this civilization: 
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Thus, during the Middle Ages, feudalism and Christian civilization in the 
West and Muslim civilization in the east came face-to-face. Between these 
two civilizations there was also the Byzantine Empire and civilization. 
Among these civilizations, the brightest one was the Muslim civilization, 
which got stronger through new migrations, and on account of Turkish 
wisdom and culture.180 
 
Although the pagan religions were emphasized as the national religion of Turks in the 
nationalist discourse of the textbooks, the historical narrative mentioned the birth of 
Islam, the Islamic civilization and conversion of Turks in passing.181  
Even though Christianity was presented as an element depriving Turks of their 
national consciousness, no such argument is made with respect to Islam. As argued in 
the same textbook, “The roots of the Ottoman State were the Turks whose language was 
Turkish and religion was Islam. As the state expanded, other nations with other 
languages and religions were included within the borders of the state.”182 These 
differences in nationality, language and religion were presented as the result of the 
expansion of the Empire, and regarded as problematic. The same textbook considered 
these differences to be among the reasons of the “sickness” of the Ottoman state. “The 
Ottoman Empire had really expanded, but there was no strong connection between its 
various parts. There was neither a unity of language and culture, nor unity of 
religion.”183 The fourth grade history textbook published in 1936 presented the 
problems caused by this lack of unity in the following way: “Actually the foreign states 
were waiting for an opportunity to attack, and within the country, the people other than 
Turks were waiting for an opportunity to revolt.”184 
The “foreign states” mentioned were the European states.  It was only at this point 
in the nationalist narrative that a European superiority is acknowledged, yet only due to 
the incompetence of the last rulers of the Ottoman Empire. As stated in the fifth grade 
history textbook published in 1937 “The country was ruled very badly but the Turkish 
Nation [sic.] had not lost the worthiness of its ethnicity [soy]. It was only for this reason 
that this big state was not demolished easily.”185 Russia was specifically emphasized 
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among these foreign states that were defined as the ‘other’ and enemy of the nation. 
Again, as stated in the same textbook “The first state to harm Turkishness was 
Russia.”186  
 
 
3.2.2. The 1948-1968 Period: 
 
In the textbooks published between 1948 and 1968, as different from the earlier 
times, “the Ottoman” was not regarded as the paramount internal other of the nation. As 
seen in the fifth grade history textbooks published in 1961 and 1962, the civilization of 
the Ottoman Empire was now referred to as the “Ottoman-Turkish Civilization.”187 
With Ottoman being referred as Turk, heroic stories of the wars that the Ottoman 
Empire was involved in were narrated in the textbooks. Despite these changes, the 
sultans of the late Ottoman times were still presented in the textbooks as the internal 
others. This can be seen in the passage entitled “War of Independence” from a third 
grade life sciences textbook published in 1953: 
The sultan, frightened by these battles, sent an army to fight the patriots. 
The soldiers of our Father [Ata], namely the National Forces, resisted these 
paid soldiers. With a persistent (religious) belief [iman] inside them, they 
fought both the internal and the external enemies.188 
 
In another passage narrating the War of Independence, “the government of the sultan” 
was signified as the internal enemy.189 This reading passage published in 1953 in a 
second grade life sciences textbook, called on the children to “work selflessly for saving 
the homeland from the internal and the external enemies.” 
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Similar to the textbooks published in previous years, those published between 
1948 and 1968 presented ignorant and backward people as one of the major internal 
others of the nation. Different from the earlier ones, the history textbooks published 
during this period did not focus on progress as the main pillar and reason of history, and 
as signifying the very Turkish national self. Nevertheless, development and progress 
were still major themes of the nationalist discourse of these years, especially in the 
narrations of history focusing on the last centuries of the Ottoman Empire and the 
Republican years.190 People who opposed modernization, starting with the Tanzimat era, 
were referred to as “backward minded,” and classified as the internal others of national 
identity.191 Ignorance was regarded as “dispersing evil all around.”192 The third grade 
life sciences textbook published in 1953, after introducing Namık Kemal as a patriot 
and hero, stated that “Namık Kemal and his friends fought against ignorance, just like 
our soldiers who protect us against the enemy with cannons and guns.”193  
The external others of national identity, in the textbooks published between 1948 
and 1968, were again conceptualized with respect to the people or states which had 
connections or claims to the territories of the Turkish states. Similar to the textbooks 
published earlier, the ones published in this period, deliberately named the Greeks as the 
nation’s ‘other’ and enemy. The examples provided in the textbooks focused mainly on 
the narratives of the War of Independence. The fifth grade history textbooks published 
in 1957 and 1962 focused in detail on the wars fought against the Greeks during the 
War of Independence.194 The third grade life sciences textbook published in 1953, in the 
passage entitled “Three Martyrs: A Heroism Story from the War of Independence,” not 
only focused, but also presented a graphical description of a battle fought against the 
Greeks.195 In the words of a fifth grade history textbook published in 1961: 
During this time, some of our Rum and Armenian citizens living under the 
Ottoman State for such a long time tried to seize the opportunity and pursue 
their own national interests. Some of these Rums united with the Greeks. 
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Other Rums wanted to form an independent Rum state in Trabzon. Some of 
our Armenian citizens cooperated with our enemies and tried to form an 
Armenian state in Eastern Anatolia. They united with the French in the 
south and attacked the Turkish nation.196 
 
As seen in the quotation above, besides the Greeks, Armenians were also 
considered as the enemy and the nation’s ‘other’. Similar to the textbooks published 
earlier, the ones published between 1948 and 1968, also deliberately named Armenians 
as enemies through utilizing the narratives of the War of Independence. The fifth grade 
history textbook signified the “battles against Armenians and the French” fought during 
the War of Independence.197 The third grade life sciences textbook published in 1953 
stated that the “Armenians tried to build a state in Eastern Anatolia.”198 Besides this 
emphasis on the Greeks and Armenians as external enemies, as can be seen in the above 
paragraph, they were not regarded completely as internal others. Although some of 
these people acted as collaborators, not all of the Rum and Armenian citizens were 
blamed. 
 When referring to the European peoples and states, the national historical 
narrative, other than naming, usually used the general term enemies. As can be seen in 
the passage entitled “First World War,” published in 1953 in a third grade life sciences 
textbook, a general and unnamed notion of enemy was used. In the words of this 
textbook: “As the enemies understood that they could not contend with us, they moved 
back.”199 Yet, at times, some European states and peoples were acknowledged as the 
enemies, and nation’s ‘others’, having invaded various parts of the homeland in the 
aftermath of the First World War. In fact, the same life sciences textbook in the 
following pages named the French and the Italians as placing their soldiers in various 
parts of the homeland.200  
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3.2.3. The 1968-1981 Period: 
 
In the textbooks published between 1968 and 1981, similar to the former periods, 
the sultans of the late Ottoman times were again presented as internal others, betraying 
the nation. However “the Ottoman” was not presented as the internal other. The social 
sciences textbooks extensively narrated the wars of the Ottoman Empire, its foundation 
and expansion as well as its last centuries. In fact, more than one third of the 1979 fifth 
grade textbook focuses on the Ottoman Empire, and the textbook uses the terms 
Ottoman, Turk and Ottoman Turk interchangeably.201  
The people and groups referred as backward-minded and ignorant was still 
signified as another group of internal others. For instance, the fifth grade social sciences 
textbook published in 1979, stated the following for the official closing of the Free 
Party: “There were people who wanted to use this freedom to harm the homeland and 
the nation. Especially, some people who could not separate religious and state matters 
tried to move our nation backward.”202 Backwardness was linked to religion and its 
public appearance. The social sciences textbook of 1979, legitimated the one-party era 
on the grounds of development. Development was indeed among the major themes of 
the nationalist discourse, especially its narration of the Republican era. 
 In contrast to earlier textbooks, the textbooks of these years introduced another 
group of internal others to the students: traitors who collaborated with the external 
enemies. The fifth grade social sciences textbook published in 1979 argued that “The 
Turkish Istanbul shed tears of blood for five years. Yet within this time, there were 
people who stayed in Istanbul and served the enemy.”203 These traitors were signified as 
the “local Rums” and the “local Armenians.” The people referred to as “local Rums” 
(referring to the people with Greek Orthodox origins) and “local Armenians” were the 
members of two different Christian millets living under the Ottoman Empire. The millet 
system consisted of the organization of people living under the Empire into ethno-
religious communities. The Rums and Armenians of Christian Orthodox faith, as well as 
the Muslims, were some of the millets living under the Empire. Although there was 
some mention of such collaboration in the earlier textbooks, and some of these people 
were accused of being traitors, they were not openly named.  The emphasis on them as 
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historical internal enemies became much stronger. The fifth grade social sciences 
textbook published in 1979 stated that “Traitors appeared in our homeland. Local Rums 
exhibited unrestrained behavior in the Aegean and in Trabzon. They wanted these 
places to be handed over to the Greeks, and a Greek state to be founded in Trabzon.”204 
In the following pages, the textbook added local Armenians to these traitors. It stressed 
that “Local Armenians lead the French, and fought with them against us.”205  
With respect to external others, the Greeks and Armenians were deliberately 
named. As stated again in the social sciences textbook published in 1979, “The most 
painful of all were the Greek attempts to invade Izmir.”206 The Greeks referred to were 
not local ones, but rather the Greek citizens and the army of the Greek state. While the 
British were despised for letting the Greeks do so, the latter was deliberately signified as 
the enemy and the external other of the nation. The narratives of the War of 
Independence, and the exclusively defined battles of this struggle,207 served this 
processes of the making of the ‘other’. Armenians also were not free of blame; in the 
same social sciences textbook, it was stated that “[i]n Eastern Anatolia, the Armenians 
invaded various parts of our homeland.”208 These Armenians were also differentiated 
from the people referred to as “local Armenians.” However, the internal and external 
Armenian others, as well as the local and external Greeks, were inherently linked to 
each other. Presenting the local Armenians and Greeks as traitors served this purpose; 
these were the people waiting to seize any opening available to pursue their own 
interests, which were indeed the national interests of the Armenian and Greek external 
others. 
This new emphasis on the Greeks and Armenians as internal enemies and traitors, 
as well as external enemies can be related to the increasing nationalism of the 1970s, the 
acts of Armenian Secret Army for the Liberation of Armenia (ASALA), and the Cyprus 
issue.  ASALA was founded in 1975, and over the next ten years, it carried out attacks 
on Turkish diplomats all over the world and on the travelers in airports.209 By the early 
1970s, relations with Greece were already tense due to both the dispute over the Aegean 
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Sea bed, and the problems of the Turkish minority in Cyprus. The coup d’etat against 
Makarios, the president-archbishop in Cyprus, by the Cypriot National Guard in 1974, 
on the orders of the colonels’ junta in Greece, was considered to be a Greek move for 
enosis, the union of the island with the mainland Greece. This move led to the launching 
of the Turkish army in Cyprus when Britain, one three countries with Turkey and 
Greece who guaranteed the independence and the constitutional order of Cyprus in 
1960, refused to intervene. These events accelerated the fall of the junta in Greece: 
however, it created more problems with respect to the relations between Turkey and 
Greece.210 
Unlike the emphasis on Greeks and Armenians, the national historical narrative 
continued to use the general term “enemies” for referring to various European peoples 
and states. However, at times, it also named these peoples and states, such that some 
states and peoples were acknowledged as having invaded various parts of the homeland 
in the aftermath of the First World War. The 1979 fifth grade social sciences textbook 
signified the French, Italians, and the British as having invaded the homeland, and also 
letting others to invade. The textbook stated that “The Entente Powers decided to form 
an Armenian state in Eastern Anatolia.”211  
 
 
3.2.4. The 1981-2000 Period: 
 
In the textbooks published between 1981 and 2000, the internal others of the 
nation differed slightly from the account provided above. Although “the Ottoman” was 
restored as symbolizing the immediate past and attained a positive connotation, the 
sultans of the late Ottoman times and the people and groups referred to as backward 
minded and ignorant continued to be regarded as the internal others of the nation. As 
different from the earlier periods, a new concept was introduced in referring to some of 
the internal others –minority [azınlık]. 
To begin with, in the social sciences textbooks published in the 1980s, the sultans 
of the late Ottoman times were again signified as the internal others, betraying the 
nation. In these textbooks “the Ottoman” was not presented as the internal other of the 
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nation. The nationalist historical narrative of textbooks published in the 1990s also 
placed affirmative emphasis on “the Ottoman.” The narration of the Ottoman Empire 
allocated more space in the fifth grade social sciences textbook published in 1993. The 
textbook presented the expansion and conquests of the Ottoman state as “development,” 
under the subtitles such as “Development in the Balkans,” “Development in Anatolia,” 
“Developments on the Seas,”212 “Developments in the West,”213 “Developments in the 
East.”214 At the same time, the sultans of the late- Ottoman times were again signified as 
the internal others of the nation.  However, this time, other than being referred as 
traitors, cowards, and degenerates, these sultans were charged with not following the 
intentions of their ancestors. They were charged with “not being involved with the 
matters of the state,” and “not complying fully with the laws and traditions.”215 This 
change in the discourse is indeed significant, and points to the restoration and 
glorification of the Ottoman era even though the last centuries of the Empire were 
excluded; there was, instead, an increased emphasis on the ancestors. 
In the textbooks published between 1981 and 2000, the people and groups 
referred as backward-minded and ignorant continued to be regarded as the internal 
others of the nation. As can be seen in the second grade language reader published in 
1983, ignorance was presented as the enemy, whereas “moving towards the enlightened 
horizons” was signified as the ideal.216 While the adjective “dark” was used to refer to 
the late-Ottoman times, the Republican period was regarded as a movement towards 
enlightenment.217 At the same time, as also presented earlier in this chapter, the 
emphasis on culture, and together with it, the emphases on tradition, custom, and 
religion (read here as Islam) increased. The discourse on progress was now replaced 
with development, defined mainly in terms of economic wealth. 
The concept of minority was introduced to the nationalist narrative of the 
textbooks in the 1990s, and signified as referring to the nation’s internal others. Similar 
to the prior era, the social sciences textbook published in 1993, stigmatized the 
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Christian millets of the Empire, namely the Rums and Armenians, as the collaborators 
of the foreign enemy states. These people were again presented as the internal others. 
However, different from the earlier textbooks, the textbooks of these years used the 
term minorities to refer to these Christian millets of the Empire. According to the 
nationalist narrative, the Ottoman state was forced by the foreign states, namely by 
England and France, to give rights to the “Christian people” living in the Empire. As 
stated in the social sciences textbook published in 1993, “The minorities living inside 
the [Ottoman] state regarded the rights that had been given to them as insufficient, and 
rebelled at every opportunity they found.”218 In the following pages, the social sciences 
textbook narrated the aftermath of the First World War, and made a similar argument 
with respect to the minorities, blaming them of treason. After describing the invasion of 
the Ottoman territories, this narrative continued with the following statement: “The 
minorities wanted to benefit from this situation. The Greeks and Armenians, backed by 
the Entente Powers, founded harmful organizations.”219 
In the textbooks published between 1981 and 2000, the external others of the 
nation remained relatively the same. The Greeks were still signified as the nation’s 
‘other’ and its enemy. For instance, in the social sciences textbook published in 1993, 
the narratives focusing on the aftermath of the First World War, as well as the ones 
focusing on the War of Independence, sustained this process of the making of the 
‘other’. These narrations specifically focused on the Greeks as the paramount enemy.220 
The narrations of the battles fought against the Greeks were presented, as always, as the 
major ones of the War of Independence. 
 However, unlike the textbooks published earlier, the textbooks of the 1990s also 
placed significant emphasis on the presentation of the Armenians as the nation’s ‘other’ 
and enemy. Besides focusing on the battles fought against the Greeks, the nationalist 
discourse specifically underlined, and allocated more space in the textbooks to the wars 
fought against the Armenians. The social sciences textbook published in 1993 stated: 
The Entente Powers wanted to put an article in the Peace Treaty that would 
give Southern Anatolia to the Armenians. The Armenian state in the south 
of the Caucuses was encouraged by this move. It charged its armed units 
and gangs with the attack on Southern Anatolia. During the attacks, a lot of 
our citizens lost their lives. In our villages and towns, our people were 
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massacred. The citizens who gathered in mosques were burned. Due to this 
Armenian oppression and brutality, the National Government agreed to 
wage war against the Armenians.221 
 
This emphasis on the Armenian state is significant. The setting of Armenians as both 
internal and external others was already reflecting a paranoia against them, and this was 
coupled with the founding of a new state on the borders of Turkey. The Armenian state 
was one of the states founded in the aftermath of the Cold War, with the dissolution of 
the Soviet Union. Armenia’s conflict with Azerbaijan also fed into the negative views, 
and the paranoia about the new Armenian state, where the latter is regarded a friendly 
country with Turkish origins.222  
The national historical narrative signified the British, French, and Italians as 
having invaded the homeland in the aftermath of the First World War, and presented 
them as enemies and external others. They were also blamed for causing the invasions 
of the Greeks and Armenians. However, the textbooks published between 1980 and 
2000, also continued using the general term “enemies” while narrating the aftermath of 
the First World War, other than naming the British, French, and Italians. Besides the 
continuing emphasis on the relation of the Greek invasions with the British, in the 
1990s, the relation between the French and the Armenian invasion were also stressed. 
As stated in the social sciences textbook published in 1993: “At the southern front, wars 
were fought against the French. The French, as they invaded these southern cities, 
brought Armenians with them. They armed these Armenians that they brought. 
Together with these Armenians, they attacked the Turks.”223  
 
 
3.3. Conclusion 
 
 
 This chapter focused on the material in textbooks in terms of nationalism and 
national identity in Turkey. The analysis uncovered the discourse of nationalism used to 
shape the society through education. Deconstructing the elements of the nationalist 
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discourse of the textbooks, the analysis provided insights with respect to the distinctive 
features of this discourse in defining the national identity, and the created ‘others’ and 
enemies of the nationalist discourse delimiting the national community. This analysis of 
the nationalist discourse of the textbooks used in primary education in Turkey, in fact, 
pointed out the multidimensional formation of the Turkish national identity, designed 
by utilizing both civic and ethnic nationalisms. The elements that define civic 
nationalism in these textbooks are the emphases on territory, duties, national character 
(defined along Republican morality), the unity of ideal, and adherence to the state. The 
organic view of the nation, the emphases on the ethnic origins, the commonality of 
language and culture, as well as, a pre-defined and unchanging national character 
(defined by the myth of ancestors) can be considered to be among the elements that 
signify ethnic nationalism of the analyzed textbooks. These civic and ethnic elements in 
fact existed in varying forms, degrees and combinations depending on the historical and 
contextual conditions. 
As seen in this analysis of Turkish national identity, special emphasis was placed 
on territory, and the states having claims to the territories on which the national 
historical narrative focused, were presented as the external others of the nation. These 
external others presented differed depending on where they appeared in the narrative of 
national history; however, the Greeks were continually emphasized as being the 
nation’s chief ‘other’. Turkish identity was constituted in opposition to the feminized 
Greek identity as a masculine one. In the 1970s, both Greeks and Armenians were 
regarded as external enemies, while the local Greeks, the Rum, and Armenians were 
called as traitors and referred to as internal enemies. Throughout the whole period, 
people and groups referred to as backward-minded and ignorant were signified as 
another group of internal others, where backwardness was indeed linked to religion and 
its public appearance. 
Although the civic and ethnic references existed together in the textbooks of the 
late 1920s, the ethnic axis of the nationalist discourse and identity was solidified in the 
1930s. Focusing specifically on the origins and ancestors, this ethnic axis continued to 
be particularly emphasized until the mid-1940s. There was also an attempt to make the 
territory of the Republic ethnically Turkish, which can also be seen in the inclusion of 
the Byzantine Empire among the nation’s major ‘others’. In the following years, there 
was a relative decline in emphasis on ethnic components, as well as on origins, while 
the importance of strongly shared culture grew.  However, the emphasis on the ethnic 
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axis of national identity started increasing again beginning in the 1970s. Although the 
civic elements still prevailed, in the 1990s, the ethnic axis became the defining 
component of national identity. Throughout all these years, the concept of minority was 
never used; the concept is introduced into the discourse of the textbooks in the 1990s. It 
was used to refer to a specific group of the internal others of the nation, namely the 
local Rums and the local Armenians, and as such it had a negative connation. 
Meanwhile, the ethnically non-Turkish Muslim groups such as Kurds, Circassians, the 
Abkhaz, and the Laz were Turkified discursively by their omission from the textbooks. 
Throughout all these years they were never mentioned in the textbooks, and basically 
treated as non-existing. 
The abolishment of Islam from the public sphere in the mid-1920s required the 
construction of a new framework of action and behavior modes, and as seen in the 
textbooks, Republican morality was constructed as a framework of action and behavior 
serving the needs of the secular Republic. What is also significant is the presentation of 
the Republican morality as defining the national character. It was at the same time 
linked to the duties. Fulfillment of duties was designated as a part of the national 
character. Duties were defined along military service, internalizing a protestant work 
ethic, and paying taxes. However, the national character was also portrayed as being set 
by the ethnic attributes of the nation, such as the origins and ancestors. In the 1970s, the 
years defined by political turmoil and increasing nationalism, national character was 
defined and presented to the students in the form of lists, and systematized as a practical 
program for national restoration.  
As seen above, the discourse of the textbooks in fact utilized ethnic and civic 
nationalisms for the purposes of creating a novel nationalist discourse serving the needs 
of the state. Ultimately aiming at the consolidation and preservation of the state, 
reaching the level of contemporary civilization was set as one of the main targets of this 
nationalism. However, the presentation of the European states as the external others of 
national identity points to a simultaneous acceptance and rejection of the dominance of 
the West. The Turkish History Thesis of the 1930s, presenting civilization as belonging 
originally to the Turkish nation, and introducing the concerns of Western modernity, 
such as progress and productiveness, as the national characteristics of Turks, can be 
regarded as response to this paradox. What is modern was not Western but indeed 
authentic, thus national. This ethnic rewriting of history at the same time points to the 
overarching importance of modernization cum Westernization. In the aftermath of the 
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Second World War, and especially from the 1950s onwards, modernization was 
increasingly interpreted as belonging to the Western camp and economic development, 
which led to a lessening of the stress on ethnic components of national identity. When 
this change was coupled in the 1970s with the glorification of the Islamic civilization 
and the Muslim character of Turkishness, the emphasis on Turks as the forerunners of 
the Western civilization was ruled away. However this change occurring in the 1970s 
did not lead to a decline in the ethnic emphasis, but instead introduced a new religious-
ethnic rewriting of the history. 
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CHAPTER 4 
 
 
IN THE FOOTSTEPS OF THE WEST? 
THE MODERN MEN AND WOMEN OF THE NATION 
 
 
 
 
As stated in the previous chapter, both nations and nationalism are the products of 
such modern processes as capitalism, industrialism, the rise of the bureaucratic state, 
and social mobilization. This chapter focuses on the material in terms of nation 
formation processes and their relations with the concept and the discourses of ‘modern.’ 
In the Ottoman Empire, the beginnings of the attempts of social change through 
encounters with Western Europe can be traced back to the early eighteenth century.1 
From the very beginning, these attempts at institutional and social change have been the 
foci of controversies, contradictory impulses and reactions, and did not proceed linearly. 
The course and the number of changes to be made in society have been subject to 
debates and have varied over time in the Ottoman Empire and in Turkey. Although 
discursive references with respect to the institutional and social changes have been 
altered, e.g., from “reform” to “Westernization,” “civilizational conversion,” “reaching 
civilization,” “modernization,” “development,” Western European inspired changes 
have defined the boundaries of the ‘modern.’ At the turn of the nineteenth century, 
‘modern’ came to be defined in the Ottoman Empire along the concepts of nation and 
nationalism.2 Over time, the partial adoptions of Western European goods, institutions 
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and ideas had already led to the attempts at imitating Western European institutional 
and social changes, which were then followed by the wholesale adoptions of Western 
institutions and manners.  
These developments, along with such country-specific conditions as historical-
political factors and events, and the thoughts, choices, actions of political and 
intellectual actors have been studied in the literature, especially focusing on the late 
Ottoman and the early Republican periods. What is considered as modernization, the 
concept and the discourses of ‘modern,’ and their relation with nation formation 
processes need to be further analyzed by stretching the focus onto a broader timeframe 
within the Republic. However, before moving onto the analysis of textbooks, an 
introduction of the basic classical paradigms of social change and a brief review of the 
studies focusing on social and institutional transformations in the late-Ottoman and the 
early-Republican periods are necessary. The conducted analysis of textbooks, while 
building upon the insights provided by these studies, follows a different path, and can 
only provide a full picture against a background of these previous studies.  
The studies of social change and transformation can be traced back to the works of 
such pre-eminent nineteenth century scholars as Karl Marx (1818-1883), Ferdinand 
Toennies (1855-1936), Emile Durkheim (1858-1917), and Max Weber (1864-1920). 
These thinkers analyzed the social, historical and economic grounds of the 
transformative changes that occurred in Europe, and tried to provide insights into these 
societal changes. Although each one of these thinkers utilized different and distinctive 
approaches in their analyses, they all formulated and worked along a differentiation 
between modern versus traditional, and defined the former along the lines of the 
Western civilization. Here, I will briefly concentrate on two of these thinkers -- Max 
Weber and Karl Marx, because their works have been regarded as formulating two basic 
and different paradigms in the analyses of social change. 
Marx is frequently regarded as “the thinker who defined the discourse on social 
change.”3 In fact, analysis of historical social change, as well as the current social 
changes, and realization of prospective revolutionary change were major themes of his 
work. Marx, regarding history as “a process of the continuous creation, satisfaction and 
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re-creation of human needs,” developed a theory of historical development based on the 
nature of the dominant productive activities.4 He defined five successive stages of 
historical development signified by different modes of production: the primitive 
community, the slave state, the feudal state, the capitalist system, and the socialist 
system. The main engine of change from one stage to another was class conflict. 
Classes emerged on the basis of the division of labor defined by the relations of 
production, and societies were “built around a primary line of division between two 
antagonistic classes, one dominant and the other subordinate.”5 
Marx, arguing for the need of an empirical science of society, utilized historical 
materialism in his analysis of social change. However, it has been generally argued that 
Marx’s work contains an epistemological break, and his works before 1845 are 
considered to be more philosophical in approach. Althusser defined Marx’s earlier 
philosophical studies as belonging to his ideological period. These were followed by the 
“works of the break” (1845), the “transitional works” (1845-57) such as The German 
Ideology, which introduced Marx’s new problematic, and his “mature works” (after 
1857), such as Capital.6  
In his earlier studies, Marx tried to demystify the state, and “reidentify the true 
subject (the acting individual, living in the ‘real,’ ‘material’ world), and to trace his 
‘objectification’ in the political institutions of the state.”7  Alienation is also a central 
theme of Marx’s earlier works, but it rarely appears in his later works. In The Economic 
and Political Manuscripts of 1844, Marx presented different forms of alienation, such 
as political, religious, and economic alienation. He argued that the alienation occurring 
in the production process -- the withholding the object of his labor from the worker, was 
the source of all other forms of alienation. His solution to the problem of alienation was 
the “positive abolition of private property.”8  
The account of the genesis and the dynamics of modern capitalism, and the 
analysis of the state and society through the relations of production formed the main 
lines of Marx’s later studies. One of his main focuses was on the linkages between the 
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economic and political power. Marx argued that the state was an instrument serving the 
ruling classes. The particular form of the modern state, which emerged “in conjunction 
with the struggle of the bourgeoisie against the remnants of feudalism,” varied 
“according to the circumstances in which the bourgeoisie has gained the ascendancy.”9 
He also argued that the production and the dissemination of ideas were marked by the 
distribution of economic power in society. Thus ideology, constituting a part of the 
superstructure, provided legitimation of the interests of the dominant class.10 Giddens 
points out that in Marx’s work “The main point about the “superstructure” is not that it 
embodies ideas … but that it is comprised of a system of social relationships (especially 
in the shape of politics, law and religion) which order and sanction a system of class 
domination.”11 In fact, according to Marx, it was the social circumstances that condition 
the perception of the people about the world. Consciousness was rooted in people’s 
social being. 
Capitalist society, according to Marx, was a distinct form of class society which 
came into existence with the bourgeois revolutions of the seventeenth and eighteenth 
centuries. The two main tendencies of the capitalist system were concentration and 
centralization.12 The fundamental basis of the capitalist system was the accumulation of 
capital. Marx was indeed impressed by the productive and revolutionary potential of 
capitalism. However, he stressed that it treated labor power as a commodity, and 
brought increasing impoverishment and alienation of the workforce. Marx argued that 
the inherent contradictions of the capitalist system would create the conditions for its 
own demise. He was optimistic about the prospects of change. Socialism, a consequence 
of the structural conditions of capitalism, revolutionary consciousness and social 
change, could generate a new set of values and institutions which would end the 
alienation of man.  
Although Marx was against the capitalist exploitation of the world, his argument 
on the Asiatic mode of production was Orientalist. He defined the Asiatic mode of 
production as being formed by self-sufficient village communes. The society was static; 
“significant change, comprising the economic transformation of society and the 
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emergence of classes, could come to such a system only from the outside.”13 The 
despotic state further suppressed change by holding back the development of agents of 
change such as the bourgeoisie. This argument portrayed the East as despotic and 
socially stagnant, extolling the colonizing the West as the source of any change.14 
Another major thinker whose works have been regarded as constituting the basic 
paradigm of social change is Max Weber. Weber’s analysis of the transformative social 
changes that had occurred in Western Europe focused mainly on the processes of 
rationalization. According to Weber, the extension of rationality to each and every 
sphere of life was realized as instrumental rationality became predominant as goal-
oriented action replaced other kinds of action. The history of Western civilization 
indeed reflected the history of rationalization of life and society. Rationalization of 
authority was among the main transformative processes that Weber focused in his 
analysis. He presented three ideal types of political authority; traditional, charismatic, 
and legal-rational. Rationalization of political authority and domination was realized 
with the transfer of power from the ruler embodying the traditional or the charismatic 
authority to the bureaucracy.  
In his analysis of the forms of authority and domination, Weber signified 
patriarchalism as a form of traditional authority that was seen in Western Europe. 
Patriarchal authority was based upon household unit; the head of the family possessed 
the authority, and transmitted it through inheritance. With respect to the forms of 
traditional authority that had existed outside of Western Europe, Weber used terms such 
as patrimonialism or sultanism. He defined patrimonialism as “the characteristic form 
of domination in the traditional despotic governments of the Orient.”15  According to 
Weber, a marked distinction between the ruler and the subjects, and “the intermingling 
of courtly life and governmental functions” were the distinctive features of patrimonial 
authority. The officials were chosen from the personal servants of the ruler, and the 
administrative staff was subordinated to the ruler by personal ties of allegiance.16 Weber 
placed the Ottoman political system under sultanism, defined as “the extreme case of 
patrimonialism.” Sultanism developed “whenever traditional domination develops an 
administration and a military force which are purely personal instruments of the 
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master.”17 Contrary to these political systems which were defined by traditional 
authority and domination, bureaucracy was the embodiment of legal-rational authority. 
Bureaucracy was signified as a formal, hierarchical, and rule-bound organization, 
formed of offices with clearly defined spheres of action and responsibility. 
Bureaucratization was “the concrete, administrative manifestation of the rationalization 
of action,” and it was both the cause and the consequence of rationalization.18 
The interpretations of Weber’s work had generally focused either on his insight on 
the methodology of social sciences or on the origins of capitalism. With respect to 
methodology, Weber was critical of “reification of concepts such as ‘Society’ or 
‘Economy’;” he considered the individual actor as the basic unit of analysis.19 He 
introduced the usage of typologies in his analyses. Weber, at the same time, stressed 
that the utilization of ideal types, as an attempt to understand real processes, were 
simplifications made through abstraction, and they were “at best approximations to real 
processes.”20 Unlike the positivists, he differentiated the methodology of social sciences 
from methodology of the natural sciences. He focused on understanding the meaning of 
actions, and for this, he adopted an interpretive methodology. He was skeptical about 
notions such as laws of historical change, inevitable processes in history. According to 
Weber, “these concepts and theories were at best heuristic devices which permitted 
tentative frameworks of interpretation.”21 
Weber’s insight on the origins of capitalism was primarily attributed to his work 
entitled The Protestant Ethic and the Spirit of Capitalism. In this study, Weber argued 
that there is an “elective affinity” between the economic rationality of modern capitalist 
society, and Protestantism in general, and Calvinism in specific.22 The Reformation was 
one of the most important steps in the process of rationalization of Christianity; the 
primacy of individual conscience and individual interpretations of the Bible were 
asserted with this process. Calvinism was born, and with this doctrine the idea of 
predestination and calling was introduced. According to the doctrine of Calvinism, 
“only a small number of men are chosen to achieve eternal grace;” this was 
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predetermined, and could not be changed by human actions.23 Weber argued that this 
created an anxiety and an “unprecedented inner loneliness” among the followers of the 
doctrine, and to cope with these feelings two responses had developed along the idea of 
calling: First, “the individual should consider it as obligatory to deem himself as one of 
the chosen,” second, “‘intense world activity’ is the most appropriate means to develop 
and maintain this necessary self-confidence.”24 The latter became regarded as the sign 
of being elected, and introduced the idea of calling or vocation in life, defined by the 
belief that performance of good work in a chosen vocation was not only a virtue, but in 
fact the fulfillment of a duty to God. According to Weber, the spirit of modern 
capitalism became rooted in this belief, as it resulted in a systematic ordering of 
everyday life “so as to preclude any idleness or frivolity.”25 
The studies of Weber were introduced to the North American academia mainly 
through the works of Talcott Parsons. These translations and studies interpreted Weber 
as a theorist of social consensus, and converted him into a sociologist of voluntaristic 
action theory.26 Drawing on his reading of Weber, Parsons defined modernity in terms 
of a set of specific “cultural patterns” such as achievement, universalism, specificity, 
neutrality, and created “pattern variables” differentiating the traditional from the 
modern.27 These led to the formulation of the modernization paradigm and the 
consequent development of the theories of modernization in the 1950s, the critique of 
which “inspired and led by a defense of Marx as the scientist of social formations” in 
the 1970s, triggered “the critique of Weber as a subjectivist bourgeois sociologist.”28 
The modernization theories of the post-World War II era used a simple 
evolutionary taxonomy of traditional versus modern. It was assumed that the new 
underdeveloped non-Western nations would follow the same historical path that the 
Western Europe had taken. As Roxborough states “the assumption was that all societies 
were alike at one stage, in that they were ‘traditional’, and that eventually they would 
also pass through the same set of changes as had happened in the West, and become 
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‘modern’.”29 In order to imitate the transitions of the Western Europe, the lessons of the 
Western experience were mechanically specified, and presented to the rest of the world 
for application. At the same time, these theories, through misinterpretations of Weber, 
sought for the factors that were absent in the so-called Third World societies that had 
prevented development, and caused these societies to be backward and stagnant.30 Such 
a perspective was both reductionist and ethnocentric. It disregarded the fact that the 
West was itself a social construct, and assumed that all non-Western societies were 
alike. It also regarded all these societies as static, belonging to one similar stage of non-
development, the so-called traditional stage, and placed the blame of underdevelopment 
on the endogenous causes.31 
In the 1960s and 1970s, modernization was criticized as a pseudo-concept which 
in actuality meant Westernization. The new studies of underdevelopment, criticizing the 
modernization school, formed the dependency perspective based on the Marxian 
paradigm. These theories argued that the explanations brought to underdevelopment by 
the modernization school were deficient because they all focused on the internal 
explanations of underdevelopment, assuming that “there is something wrong inside 
Third World countries.”32 According to these studies, the blame was on exogenous 
factors and processes such as colonialism. The reasons for the “development of 
underdevelopment” ought to be sought in the histories of Third World countries; 
specifically in the direct exploitation of these countries by the West, and also in the 
mechanisms set through colonialism for the realization of exploitation.33  
In the 1980s, with the revival of a culturalist perspective and the studies of  
post-modernity, both modernity and modernization have been revived and restored as 
explanatory paradigms. Gradually the traditional debates as Marx versus Weber have 
been surpassed. Marx and Weber are not seen as alternative but instead as 
complementary social theorists. Marshal Berman’s All that is Solid Melts into Air 
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reinterpreted Marx as a theorist of modernity.34 Berman’s reading of Marx specifically 
focused on The Communist Manifesto, and explored the insights and inner 
contradictions this work presented with respect to the nature of modernity. Berman also 
pointed to the extreme individualism that is at the heart of Marx’s communism. He 
further argued that Marx “sees in the dynamics of capitalist development … a new 
image of good life … Thus he hopes to heal the wounds of modernity through a fuller 
and deeper modernity.”35 
As can be seen in Turner’s review and analysis of the recent revisionist work on 
Weber, interpreting Weber as a major theorist of capitalism providing a critical response 
and alternative to Marx and historical materialism has also given way to reinterpreting 
him as the theorist of modernity and modernization.36 Weber’s work is now interpreted 
as unfolding around the relation between culture and social life.37 Culture, according to 
Weber, had a “world-affirming value;” it enabled humans to take action and give 
significance to the world.38 Weber placed substantial emphasis on religion as a part of 
the cultural framework. According to him, religion was related to the universal quest for 
meaning, since it provided “solutions at the level of the symbol, ritual and doctrine to 
the senseless character of the mundane world.”39 Weber’s interest on the sociology of 
religion is now also widely acknowledged. The Protestant Ethic and the Sprit of 
Capitalism was indeed originally published in the Archiv für Sozialwissenschaft und 
Sozialpolitik as an introduction to a general comparative study of religion and 
economics.40 Weber’s works on the sociology of religion included a study of Protestant 
sects, and Judaism, and researches on Confucianism, Taoism, Hinduism and Buddhism. 
With respect to these studies of Weber, Turner argues that “a central theme of his 
sociology of religion was the comparative study of institutionalized attempts to 
rationalize the salvational drive into a series of religious codes or ethics.” However, 
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Weber’s account of Islam is rather problematic and Orientalist since it worked on a 
basic dichotomy of West versus Islam. Weber’s study on Islam compared it to 
Christianity, which he regarded as the source of the Western civilization, and tried to 
account what was missing in Islam and thus in Islamic societies for becoming like the 
West.41 
While Weber’s work has generally been read as a celebration of the underlying 
virtues of capitalist rationality, the more recent studies argues that he was rather 
ambivalent about modern capitalism and the changes that it brought. A new emphasis is 
placed on Weber’s relationship to Nietzsche and to the romantic critique of capitalism.42 
Weber stressed the necessity of a religious framework for social and moral order; he 
was rather concerned, and indeed pessimistic, about the nature of the new moral order.43 
He argued that science can make the world more understandable and predictable, yet 
not meaningful. On the contrary, the rationalization of processes together with 
increasing bureaucratic domination brought standardization and routinization of life, 
and by eliminating magical thought and practice from the everyday life, caused the 
“disenchantment of the world.”44 Thus rationalization, which constituted the essence of 
the civilizational process, and which created the autonomous individual, ended in 
entrapping him in the “iron cage.”45 
The studies focusing on social and institutional transformations of the late- 
Ottoman and the Republican periods mainly work within the basic paradigms of social 
change presented here. Among these studies, the works of Şerif Mardin and Çağlar 
Keyder provide us with valuable insight and tools for contextualizing and analyzing the 
social changes and transformations of the late-Ottoman and the Republican periods. 
These pre-eminent scholars worked within different paradigms; the Weberian and the 
Marxian paradigms. Although they emphasized different aspects of the modernization 
endeavors and projects of late-Ottoman and Republican Turkey, their works have been 
widely referred and utilized in the studies from various disciplines analyzing social 
change. 
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Although it is rather hard to make generalizations about Şerif Mardin’s 
voluminous studies, they have been generally regarded as following the insights and 
analytical tools provided by Weber. However, it should be noted that, rather than being 
vulgar interpretations of Weber, the intellectual depth of Mardin’s studies brings them 
in line with the recent reinterpretations of Weber as the theorist of modernity. In his 
analyses of modernization in Turkey, Mardin does not fall into the shortcomings of the 
modernization paradigm, and tries to explore these processes around “the question of 
modernity.” These studies provide different intellectual instruments that help us 
comprehend and analyze modernity and modernization in Turkey at its different levels. 
Mardin’s analyses are indeed multileveled; they focus on both the macrostructures and 
the micro-social world, and provide insights with respect to the linkages in-between. 
Following Weberian lines, Mardin refered to the Ottoman system as a patrimonial 
system. According to him, the Ottoman bureaucracy also evolved as a sultanic-
patrimonial machine, later on (at the end of the nineteenth century) giving way to a 
rational bureaucracy.46 Mardin’s analysis of the modernization processes and the 
subsequent changes in the sultanic-patrimonial system of the Ottoman Empire, focused 
on both the intellectual and the structural sources and limitations, and unfolds around 
the relations between culture and social life. Mardin argued that the modernization 
drive, in the late Ottoman period, started as a defensive reaction, focusing on the 
“preservation of the state.”47 He considered the introduction of the printing press to the 
Empire in the early 18th century as the first step towards modernization:  
The explorations by responsible statesmen into the means offered by the 
West for the military regeneration of the Ottoman Empire had a wide scope 
and resulted in measures of general cultural renovation, of which the most 
important was the establishment of the first Ottoman printing press, a 
process which covers the years 1727 to 1729.48  
 
According to Mardin, the history of Western-inspired reform in the Ottoman Empire 
started with the era of Ahmed III (early eighteenth century) as “the first reforming 
cultural contacts with Europe were sought.”49 “Military regeneration” of the Empire 
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was indeed the reason behind the modernization drive, and it was implied rather 
broadly. Western science and culture were introduced for military-educational purposes, 
and education was modernized leading to the creation of a particular kind of 
Westernized elite. Between 1826 and 1839 “internal reform was adopted as a policy for 
the Empire (a policy called the Tanzimat after 1839),” which were then followed by the 
attempts at imitating the Western European institutional and social changes, and the 
wholesale adoptions of Western institutions and manners.50  
As Mardin argued, the nineteenth century reformers “succeeded in producing a 
well-trained, knowledgeable bureaucratic elite guided by the “interests of the state.”51 
The Young Ottoman movement was formed from these new intellectual elite created by 
the Tanzimat reforms. These new elite were rather different from the traditional state 
elite; they were intellectuals, bureaucrats and men of letters who were uprooted from 
their environment by modernized education. At the same time, however, they were 
frustrated with this Western encounter. They criticized the Tanzimat reforms, argued for 
the necessity of progress, and sought refuge in Islam. In fact, a duality in the East-West 
axis was evident in their thoughts. Their main problematic was searching for a way to 
preserve the state, which ended up in the idea of Ottomanism.52 Succeeding generations 
of Western-educated elite were much more radical and impatient with respect to reform 
measures, and they were at the same time much more influenced with the diffusion of 
nationalist ideologies throughout Europe.53 The Young Turks, at first, aimed at 
establishing a constitutional parliamentary system. However, “this policy was soon 
replaced by one of national unification that shattered the earlier relative equilibrium 
between the ethno-religious components of the Ottoman Empire.”54 
The early Republican ruling elite, the successors of the Young Turks, were also 
brought up in the Western-style institutions of the Empire with the aim of preserving the 
state. They had “a double foundation inherited from the 19th century, namely, the 
primacy of the nation and scientism,” and “the primacy of the nation was translated into 
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the idea that the first goal of Republican Turkey was the forging of a nation.”55 They 
followed the lines of Ottoman experience with social engineering; “integration from the 
top down by imposing regulations.”56 The nation-building project was a response to the 
former developments that took place in the Empire in the early 20th century, and it was 
“structured around a vivid recollection pinpointing the failure of the policies of their 
predecessors, the Young Turks.”57  
However, according to Mardin, the Republican elite did not consider the new 
developments in Western philosophy and sociology, and they also did not wholly 
understand the structures and the local cultural parameters that had been inherited from 
the Ottoman times. In his article “Ideology and Religion in the Turkish Revolution,” 
Mardin argued that although replacing religion by civisme has generally been a part of 
all revolutions, “destroying the values of the ancient regime” was the main part of the 
Turkish revolution, and it was “accompanied by fewer blows dealt to the 
infrastructure.” In this article, Mardin analyzed the major lines of the “Republican 
revolution.” Comparing it to other revolutions, he showed that the term “revolution” is 
rather problematic when applied to Turkey, and that the Turkish case can hardly be 
considered as a revolution, at least not in the Western sense of the term. His major 
emphasis is that the Turkish revolution was a “revolution of values,” and “[f]or the 
Turkish Revolutionaries, the symbolic system of society, culture seems to have had a 
relatively greater attraction as a target than the social structure itself. And within 
culture, religion seems to have been singled out as the core of the system.”58 However, 
religion had been operating in the system as “the mediating link between local social 
forces and the political structure.”59 
Mardin’s groundbreaking analysis of the center-periphery relations in the Ottoman 
Empire and in Turkey focused on unfolding these structures and cultural parameters. 
Mardin in his article “Center-Periphery as a Concept for the Study of Social 
Transformation,” using the center-periphery framework of Edward Shils, conducted an 
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analysis of the Ottoman society and system, and compares it to Western experiences.60 
Unlike the Western European experiences, where a multiple of confrontations and 
integrations between the center and the periphery resulted in the Leviathan and the 
nation-state, in the Ottoman Empire “the major confrontation was unidimensional.”61 
The Ottoman society was characterized by a cleavage between the center and the 
periphery, and religion was not only the core of the cultural system, but it had also been 
operating in the system as “the mediating link between local social forces and the 
political structure.”62 Ottoman Westernization, in the sense of reforms in the military 
and administrative organization, “accompanied by some aping of Western manners,” 
resulted in the cultural alienation of the masses from the rulers, and thus, of the 
periphery from the center.63 Strengthening the center “partly against the periphery” and 
“before everything else” became “the bureaucratic code.”64 During the successive 
phases of Westernization, this alienation was perpetuated as secularization destructed 
the linkages between the masses and the rulers, and resulted in the loss of an idiom 
governing the social relations. Islam no longer acted as a bridge between the center and 
the periphery, but instead it became increasingly identified with the latter.65 The 
cleavage between the center and periphery was perpetuated with the Westernization 
processes, leading to major confrontations along these lines. 
Çağlar Keyder’s studies, unlike Mardin’s works, can be situated within the 
Marxian paradigm of social change. They present a critique of the modernization 
paradigm, which focuses on societal modernization only, as well as the dependency 
perspective. Rather than differentiating between societal modernization and cultural 
modernity, these studies offer a holistic approach to modernity and modernization.66 
Keyder’s work mainly evolves along the world-systems perspective, revising it where 
necessary, analyzing the internal as well as the external factors and events, and also 
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focusing on their interactions. His studies provide in depth historical and structural 
analyses of the Ottoman Empire and Republican Turkey, examine the prevalent modes 
of production, and focus on the differentiation of interests between and within classes. 
Keyder defined the pre-capitalist Ottoman Empire as exemplifying the Asiatic 
mode of production, and examines the endogenous and the exogenous factors that 
caused the Empire to be a part of the capitalist world system, and resulted in its 
peripheralization.67 As a peripheral country, the forces inside the Ottoman Empire had a 
limited space of action, but these alternatives within that limited space were defined by 
the struggles within the country. According to this view, drawn from the world-systems 
perspective, class struggle defines the developments within a country, yet only to a 
limited extent and only in relation to the world system in general.  The phases and crises 
of the capitalist system are reflected within the counties that are a part of the system, but 
the developments in each country shows local characteristics. The forces inside the 
country have better chances of designating the course of development at the times of 
major changes in the world economy.68 Keyder signified the trade agreement signed 
between the Ottoman and British Empires in 1838 as the first step in the process of 
institutionalizing the merging of the Empire with the capitalist world system.69 The state 
elite, or the “state class” in Keyder’s words, were limited by this peripheral condition of 
the Ottoman Empire. They implemented various reforms with the aim of “preserving 
the state” and also preserving their privileged position, which in actuality set the stage 
for the wholesale unification of the Empire with the world capitalist system.70 The state 
class encountered no serious opposition from within the country. One of the reasons for 
this lack of opposition was a fundamental feature of Ottoman social structure; the 
absence of landlords. The state elite also did not have to worry about the cooperation or 
reluctance of a strong bourgeois class. The non-Muslim population of the Empire had 
become a stake in the unification of the Empire with the world capitalist system, and 
formed the ranks of the newly forming bourgeoisie class. Class struggle was 
perpetuated by ethnic and religious differences.71 However, this nascent bourgeoisie 
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was removed from the scene before it became a serious challenge to the state class. 
Such developments as the Balkan Wars, the deportations, the World War, and the 
population exchanges resulted in the extinction of the non-Muslim bourgeoisie of the 
Empire. The bureaucracy, through the policies of the state, took on the creation of a new 
national, or rather Muslim, bourgeois, which would be dependent on its creators.  
According to Keyder, the Republic, rather than being the result of a revolutionary 
break from the ancien regime, was the result of the transformation that had occurred 
under war conditions.72 Since the nineteenth century, the reformers embraced the ideal 
of forming a modern society designated by the Western norms. The changes were not 
the results of any struggle and/or participation, but were introduced from above. The 
main difference between Kemalist reformism and former modernization endeavors 
focused on the redefinition of the political system as secular and national.73 Instead of 
providing alternatives for the religious-communitarian way of life, Kemalist reformers 
chose to destroy this way of life. They exerted violence against its symbols. Any 
opposition to the political authority was stigmatized as resulting from to the intention of 
restoring religion to its former place in the society.74 The reason behind any change was 
defined as “saving the state,” and thus the perspective of the bureaucracy leading this 
transformation was limited by the primacy of the state. As the consensus formulated 
around the ideal of saving the state gradually lost its importance in the Republican 
times, saving the state became the reason behind limitations on citizenship rights, and 
human rights and democracy. As Keyder stated, the Kemalist education system 
reproduced this anxiety, and graduated nationals who believed in and internalized this 
endless duty of “saving the state.”75 
As Keyder maintained in his more recent studies, “the historical genesis of the 
state tradition in Turkey determined the choices made by the modernizers in their 
attempt to delimit the scope of modernity, thus undermining their avowed goal of 
Westernization.”76 These limitations were rooted in the ideal of preserving the state, and 
in the social engineering associated with modernization-from-above. In the Turkish 
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experience, modernity was imposed by the state class, and defined as a project; 
modernization. The modernizing elite sought to achieve “the imposition of institutions, 
beliefs, and behavior consonant with their understanding of modernity on the chosen 
object.”77 Nationalism formed the ideological environment of this elite-directed project 
of modernization. This combination in fact reflects the problematic nature of peripheral 
modernization. As Keyder argueed, “The question of modernity in the context of the 
Third World had become inextricably bound up with the question of constructing the 
nation-state.”78 In the case of Turkey, “nationalism-from-above” constituted the 
founding ideology of the Republic, and nationalist modernization “did not permit the 
individuation of the component parts of the national unity.”79 
Keyder considered the social, institutional and cultural changes that occurred in 
Turkey within the question of modernity. However, he defined the Turkish experience 
as modernization because of its implementation as a project, differentiating between 
“modernization-from-above” and “modernization as a self-generating societal process.” 
He maintained that “the crucial difference between modernization-from-above and 
modernization as a self-generating societal process is that modernizers wield state 
power and are agents with their own interest. For this reason, even if they profess a 
project of Westernization, they are not necessarily committed to all the dimensions of 
modernity.”80 Attaining an optimistic view with respect to modernization, he argues for 
the necessity of a “total project,” which means “embracing and internalizing all the 
cultural dimensions that made Europe modern.” This requires not differentiating 
societal modernization and cultural modernity, locating modernization as the basis of 
notions of freedom and citizenship, and shifting its focus away from the “modernizing 
nationalist state” to the society.81 
These reviews of Mardin’s and Keyder’s studies provide the background of the 
analysis of textbooks presented here. The ruling elite, through education in general, and 
textbooks in particular, have tried to set, solidify and realize the parameters of the 
nation-building and modernization endeavors, and highlighted the boundaries of the 
national and the modern. Rather than being separate studies working within different 
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paradigms, Mardin and Keyder’s analyses are taken here as complementary, focusing 
on various levels and aspects, and uncovering different elements of the modernization 
narrative of Turkey. Besides using these two classical approaches of social change in 
Turkey as the background, the following analysis of textbooks also utilize the insights 
provided by Foucault about the nature of modern society.82 Foucault defines modern 
society as a “disciplinary society.” He argues that this society is characterized by the 
emergence of new technologies and strategies of power-knowledge; new disciplinary 
technologies of power, as well as individualization techniques, and of totalization 
procedures. The individual is constituted by these technologies and strategies of power; 
in fact he/she is “an effect of power.”83 Foucault further argues that, discipline is 
directed at the formation of a relation between obedience and utility; it makes bodies 
“more obedient as it becomes more useful, and conversely.” As Foucault stresses: 
“discipline produces subjected and practiced bodies, ‘docile bodies’.”84 
The following analysis, using Foucault’s insights on the constrained nature of the 
individual and the modern society being restrained by disciplinary acts and behaviors, 
focuses on the modernization discourses and their relation with the imaginings of the 
national self, through an analysis of textbooks. Unlike most studies on modernization in 
Turkey, the analysis presented here places specific emphasis on gender because the 
conceptualizations of the ‘modern,’ besides being delimited with respect to the needs of 
nationalist concerns, have focused specifically on the re-gendering of the social order. 
Re-gendering has “a central significance for stabilizing the entire social order,” and 
especially the abolishment of Islam from the public sphere in the mid-1920s 
necessitated such reformulations.85  
However, before moving on, it should be noted here that the formation of the ‘new 
woman’ with the new Republic in Turkey has indeed been taken into consideration in 
various studies. The construction of the new woman was generally treated within the 
confines of the Kemalist discourse.86 The first pioneering works on women’s issues 
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emerged in the late 1970s.87 Studies focusing on women as subjects of social study with 
feminist concerns made a forward leap in the 1980s, as a result of the post-1980’s 
women’s movements in Turkey and in the West.88 The construction of the ‘new 
woman’ has only been taken critically into consideration in studies since the 1980s.89 
Therefore, these later studies are rather important, and this analysis develops upon their 
insights. While critically scrutinizing the new women of the new nation-state, they are 
mostly restricted to the early years of the Republic. Despite the attention on the new 
woman in the literature, the construction of the ‘new man’ is generally taken for 
granted. Although these two constructions have been built with respect to and as 
complementing each other, the scholarship on gender for the most part does not take 
them into consideration together.90 The new generic citizen of the Republic is taken to 
be a ‘man,’ and thus the studies defining this generic citizen are taken as defining the 
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new man. Although this is true in some aspects, there is still a need for specific studies 
on the new man, dealing with its particularities.91  
The following analysis focuses on deconstructing the discourse of the primary 
school textbooks, and searches for the parameters that define the modern nationals that 
were to be created. The language readers, life sciences, family sciences, history, and 
social studies textbooks from the late 1920s to 2000 are analyzed here along the 
chronological periodization of the former chapter: from 1928 to 1948, from 1948 to 
1968, from 1968 to 1981, and from 1981 to 2000. The defining parameters and the 
boundaries of the modern national are analyzed here under two main themes: 
i. The civilized national subject, 
ii. The bound modern self. 
First subheading, “the civilized national subject,” focuses on the prominent and 
acceptable practices, values and norms that were defined as signifying the so-called 
‘civility.’ It is argued that the middle-class images and behavior codes have been 
emphasized throughout the textbooks as designating the ideal citizens, as men and 
women, of the Republic. Second subheading concentrates on the bound, constrained, 
nature of the modern men and women, in relation to the nation and the family as its 
micro-cosmos. It is further argued that the so-called civilizational project of the 
Republican elite, when coupled with the overriding concerns of nation-building, 
resulted in both men and women ending up with much less empowering possibilities 
than their Western counterparts. The modernization endeavors were restrained to 
disciplinary acts in images, values and behaviors.  
 
 
4.1. The Civilized National Subject  
 
 
With the ongoing moves and endavours towards Westernization, at the beginning 
of the nineteenth century in the Ottoman Empire, defining the boundaries of ‘modern’ 
became an overriding concern. As can be seen in the analyses of social change and 
modernization presented above, since the mid-nineteenth century in the Ottoman 
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Empire, ‘modern’ has been equated with its Western models, the latter considered as 
signifying ‘civility.’ At the end of the century, the aim of modernization increasingly 
became the ultimate realization of a nation-state in the image of the West. The 
Republican ruling elite, in line with the social engineering experience that they had 
inherited from their predecessors, undertook an authoritarian modernization project 
carried out through reforms from above. As both Mardin and Keyder noted, Kemalist 
modernization endeavors occurred as an onslaught on cultural symbols. Rather than 
providing any alternative ways of life, or undertaking any revolutionary changes in the 
socio-economic structure, they were devoted to building symbols of national identity. 
In the textbooks of the new Turkish nation-state, the modernization project of the 
Republic is indeed presented as “the civilizational project.” Discursively, the explicit 
goal of the move towards modernization is to raise Turkey to the level of contemporary 
civilization. The Republican ruling elites’ self-differentiation from the Ottoman past 
was constructed along these lines, and constituted by the dichotomy of ‘modern’ versus 
‘traditional.’92 Traditional was thus defined along the institutions and cultural practices 
that reforms aimed to change. Yet a problem was created by the usage of the term 
traditional in a context where nation-state formation was under way. Traditional, when 
and if taken to be authentic, could well be regarded as representing the national past. 
Thus, these institutions and practices that reforms aimed to change were referred as 
uncivilized, backward, unnatural, and foreign to the nation.  
It was mainly the women who were burdened with the task of defining the 
boundaries between tradition and modernity. An extreme significance was attributed to 
the ‘modern’ outlook of women. As Kadıoğlu points out “[t]he Kemalist discourse, 
furthermore, created an image of women who were burdened with the difficult task of 
maintaining a balance between being too traditional or being unchaste –too modern and 
promiscuous like Western women.”93 It designed women as “modernes de robe” –or in 
other words, modern by virtue of dress – “who wore modern clothes and adopted certain 
Western codes of conduct, but nevertheless remained traditional, especially regarding 
relations with men and their self-perceptions within the confines of family.”94 This 
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unwarranted emphasis on apperances worked to “shift the argument away from 
universalist feminist claims regarding public and private role dichotomies.”95 
As it will be seen in the following pages, with the language readers, life science 
and family science textbooks, middle-class values and practices were designated as the 
prominent norms of the new nation-state. In line with the Western examples, 
nationalism was associated with middle-class morality.96  The middle-class values and 
practices were used to reconstruct and separate the ideal citizen, as the civilized subject, 
different from the “cosmopolitan urban” and “ignorant backward” population of the late 
Ottoman era.97 As “the civilizational project” of the Republic focused on destroying the 
existing cultural symbols, the textbooks focused exclusively on reconfiguring the 
images of the new men and women of the nation-state in line with their Western 
counterparts. While men were defined and empowered as primary citizens through their 
position as the ideal civilized subjects, women were to be civilized subjects as they 
become scientifically-oriented and/or skilled mother-housewives. As women were 
defined as equally important civilized subjects with respect to such functions, they were 
both empowered and restricted through the practice of domesticity, and thus made 
citizens who provide “support” functions and who were subordinate to men. 
 
 
4.1.1. The 1928-1948 Period: 
 
Between 1928 and 1948, the textbooks used in Turkey presented the middle-class 
man as the cultural ideal—the civilized subject. The middle-class man formed the basis 
of the nation-state, and was configured as the hegemonic element in this new 
“brotherhood of men.”98 This was the wise, educated, and enlightened man, glittering as 
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the embodiment of rationality and positivism. He carried on a civilizing mission with 
respect to the people around. In the textbooks, he is usually seen when giving an 
educational talk to the children. For example, in a primary school reader for first grade 
published in 1929, the family, consisting of the father, mother and a male child, is 
presented at dinner in their house; as the mother serves the dinner, the father teaches the 
child how to count.99 Another primary school reader published in 1934 for second 
graders presents a similar scene. As the family has dinner, the child asks his father why 
seasons occur, upon which the father gives a long scientific explanation.100 In the 
private space of the house, if not seen at the dinner table making an educating talk to the 
children (see for example illustration 1), this man is presented while reading 
newspapers.101 Besides the images accompanying reading passages, this image was also 
in the text of the passage, “Father’s Hearth,” in a primary school reader for first graders 
published in 1934: “As the father reads his newspaper, the mother does her sewing 
looking at her children. How lovely!”102  
This civilized man was indeed signified as the head of the (nuclear) family and 
also as a father with a profession/job.103 The latter was an attempt to impose a puritan 
work ethic, with emphasis on hard work and duty. “Working” was regarded a man’s 
duty as exemplified in the passage titled “Father’s Hearth”: “As the mother finishes 
housework, the father returns from his duty.”104 The modern man was supposed to work 
industriously, perform his job well, and earn money to make a living for his family. 
Primary school readers of these years are full of sentences such as this one taken from a 
reading passage in a fourth grade textbook published in 1934: “Your father works in 
order to feed you and your mother. This is called having a job.”105  
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As the examples given above illustrate, work and job were treated as concepts 
belonging specifically to the public sphere. This differentiation between housework and 
“real work” is indeed in line with the European experience. As Davidoff shows, in 
England, the separation of house and work was highly significant in the formulation of 
middle-class values.106 As she argues, this middle-class ideology of separate spheres 
became predominant in eighteenth and nineteenth-century Western Europe, and 
disseminated to the other segments of the society.107  
The middle-class man as the cultural ideal is always portrayed in the illustrations 
in textbooks as dressed in a trouser suit, wearing a tie, and occasionally a hat, and 
without a moustache or beard (see for example illustrations 2, 3).108 The concern with 
external appearance and attempt to look Western, thus civilized, was a crucial part of 
the modernization endeavors of the early Republican ruling elites. The sartorial aspects 
of the reforms became important especially important in 1925 with the ‘hat reform’, 
which had previously been considered a symbol of Christian Europe.109 The same year, 
Mustafa Kemal argued in a speech in İnebolu that “the Turkish people who founded the 
Turkish Republic are civilized … but the truly civilized people of Turkey must prove in 
fact that they are civilized.”110 The currently existing external appearances of the people 
were pointed as “foreign” and “uncivilized,” and challenged in the conclusion of his 
speech: 
A civilized, international dress is worthy and appropriate for our nation, and 
we will wear it. Boots or shoes on our feet, trousers on our legs, shirt and 
tie, jacket and waistcoat – and of course to complete these, a cover with a 
brim on our heads. I want to make this clear. This head covering is called a 
‘hat.’111 
 
Trousers, jacket, shirt, tie, and hat signified the image of the cultural ideal; these were 
part and parcel of the uniform external appearance of the civilized middle class subjects 
of the Republic. 
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While the textbooks used in Turkey presented the middle-class man as the 
cultural-ideal, they, besides signifying his competitive spirit, also portrayed him as a 
modest and altruistic man, helping the poor. In primary school readers of these years, 
providing charity for the poor and needy, showing them pity and benevolence are 
among the most common themes of the reading passages.112 Where change was directed 
heavily towards the values and cultural practices, and targeting social structure as the 
main area of change, providing social rights as a part of citizenship were not primary 
concerns, emphasizing these charitable acts can be regarded as an attempt at creating 
solidarity. They seemed necessary for the continuity of order and social unity, and 
indeed manifest a conservative world view. 
Although the ideal typical subject was the middle class man, not everyone was 
required to attain his status; in fact, one also comes across presentations of other men in 
the textbooks. While being a father was a natural given, what was actually stressed was 
being a professional man and/or being a hardworking economic actor, and embracing 
the middle class values. In the 1928-1948 language readers and life science textbooks, 
these other visible men were usually personified as workers, artisans, and 
farmers/peasants. In a reading passage titled “Respect for the Workers” from a language 
reader published in 1929 for third grade students, soldiers are also counted among these 
men.113 The blacksmith, a favorite figure, can be seen in the language readers published 
in 1933, 1934 and 1945 (see for example illustrations 4, 5).114  These men were the 
embodiment of manliness with their muscular bodies, working with fire and iron, using 
their physical strength and perseverance. This man can also be seen in the narrations of 
the national myth of Ergenekon.115  
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These other men, though not glorified as the embodiment of the civilized man, 
were set in a relationship of complicity with the middle-class professional man through 
their embracement of the same values.116 They were also portrayed as acting in a 
rational and civilized manner. These men were the masters of their will, and thus of 
themselves. They may not be well-educated, but were not presented as ignorant and 
could at times be wise. As middle class males, they were also presented wearing 
trousers, shirts, and sometimes, jackets, yet no ties. Trousers and shirts were particularly 
regarded as a man’s clothes, and other outfits were ridiculed as being unsuited to a man. 
For instance, in a passage titled “The Trousers of Faik” published in 1934 in a second 
grade language reader, a boy who used to wear a long shirt is said to become a man with 
his new outfit; trousers and shirt. In this passage, the boy’s prior outfit is regarded as 
feminine, and suitable only for small children, whereas the new one is called a “man’s 
outfit.”117  
These particular constructions of modern men relied on specific constructions of 
femininity. The primary aspect of this new construct, the civilized female subject, was 
motherhood. The modern woman was defined first and foremost as a mother, which 
meant not only giving birth but also nurturing children. Through stories set in nature, 
motherhood was tried to be naturalized and presented as a biological and physiological 
necessity. As in a language reader for first grade students published in 1929, these 
stories usually use animals as examples.118 Yet the mothers of the nation were expected 
to know the scientific basics of child rearing which were primarily defined in the family 
studies textbooks. 
In the textbooks published between 1928-1948, these scientifically-oriented 
women-mothers were presented as fashionably dressed, educated middle-class women 
(see for example illustrations 6, 7, 8, 9).119 These women were usually the main 
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characters of the reading passages. They are shown when teaching their children, 
hosting guests in the private space of the house, going for family walks and visits, and 
as having housemaids and nursemaids in their houses. Although these women were 
limited by the sexual division of labor, they were not sexually segregated and confined 
to the private spaces. Since they were the symbols of the modern and civilized, they 
were in fact made apparent in the public space -- albeit one in which they enact a 
domestic role. 
The middle class woman-mother was not only the symbol of but also a missionary 
of civilization. This missionary duty can be observed in various reading passages in 
primary school language readers published in 1929, 1934 and 1943, where she is shown 
as actively engaged with the moral education of children, guiding them in their actions 
and opinions, teaching them how to read and write, and informing them about physical 
(natural) and social world.120 Family studies textbooks, on the other hand, determined 
the basics and the limits of this civilization. In these textbooks, socially acceptable 
behaviors, and manners that separate a civilized woman from the rest (i.e., her backward 
counterpart) were taught. How to walk in the street, how to greet others, how to 
welcome guests, how to set a dinner table, how to organize a wedding feast were 
instructed in detail. 121 
This new woman had a series of duties involving physical work. Scientifically-
oriented motherhood, besides scientific childrearing, also included systematization of 
housework (such as cleaning, washing, tidying up, cooking, ironing, and sewing). A 
fourth grade family science textbook published in 1936, as well as its 1945 version, 
taught the following: “As soon as the family members go to their beds, preparing the 
living room for the morning, washing, drying and placing the dishes are everyday work 
for the housewives.”122 Meanwhile, the primary school readers presented these jobs as 
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ordinary activities and efforts necessary for the well-being of the people living in the 
house, and did not considered them as “real work.” They were regarded as a natural part 
of motherhood, which was indeed equated to being a housewife. For example, in a 
passage titled “Everybody is Working,” in a fourth grade language reader published in 
1934, the children are told the following: “Duty and job!....  Your mother deals with the 
housework; your father tries to make a living for you.”123 Dealing with the housework 
was indeed this new woman’s “duty.” 
Since the language readers, life science and family science textbooks used in 
Turkey between 1928 and 1948, regarded being civilized as dependent on being 
scientifically-oriented mothers and housewives, girls were advised to embrace the role 
of mother, and be attentive towards the physical work of motherhood. For example, the 
passage in a primary school language reader for first grade students published in 1934, 
presents girls as washing and ironing their dolls’ clothing.124 In fact, girls were 
supposed to show how virtuous they are by fulfilling the necessities of the motherhood 
role, as they help their mothers or as they take care of their little brothers or sisters. 
Primary school readers are filled with numerous examples. For example, in a reading 
passage from a second grade language reader published in 1934, a seven year-old is 
praised for acting like a mother to her little brothers and sisters. This child is said to be a 
“lovely, hard-working angel,” and serving their brothers and sisters is “bliss” for her.125 
In order not to be a social outcast, a female child is supposed to be, just like her 
mother, clean, pure, tidy, and disciplined, and also assure the cleanness, purity, tidiness, 
and order of her surroundings, in the ways that are regarded as correct and scientific. It 
is possible to see all these, for example, in a fourth grade passage entitled “Two 
Sisters,” in a primary school reader published in 1929. While the “good-natured” and 
“hardworking” daughter helps the mother, and aspires to be like her, the “bad-natured” 
daughter is careless and unskilled in doing housework.126 The theme of “hardworking 
girl” is a very common one, where the girl aspires to be like her mother, and work in the 
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household just like her mother.127 For example, in one of the passages in a reader for 
second grade published in 1934, a girl is defined as “hardworking” due to her 
attentiveness towards housework.128 Housework, at the same time, was portrayed as 
something enjoyable. For example, in a reading passage titled “Laundry Day,” from a 
language reader published in 1934, girls washing laundry are described as being “very 
joyful.” 129  
For the early Republican ruling elites, the education of women was very crucial in 
the process of elevation of Turkish society to the level of the Western civilization. This 
concern with education was indeed due to the necessary creation of the new woman; a 
scientifically-oriented mother-housewife, aloof to the old practices, readily embracing 
the new ones defined along the middle-class practices. In the passage titled “Natural 
Treasure” from a language reader for fifth grade students published in 1929, a modern 
woman explains, in a letter addressed to her daughter, the importance and necessity of 
education. For this woman, every little girl should be educated and trained to be a good 
mother. Their education, in turn, will be inherited by their sons and daughters in the 
future, and, in this sense, will be the natural treasures of their prospective sons and 
daughters.130 The aim is to raise and train little girls as good housewives -- good enough 
to raise their own children. Furthermore, as stated in a reading passage in another 
language reader published in 1929, acting like a mother and doing housework should 
not prohibit a girl from getting educated. She can do both; in fact, she should do both.131 
Education was indeed necessary in order to become a scientifically-oriented mother and 
a good housewife. In the passage titled “Why are We Going to School?”  in a language 
reader for second grade published in 1934, a girl states her reason for getting education 
as learning useful information which would in turn help her do housework better, and 
her teacher approves it wholeheartedly.132  
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According to family science textbooks, doing housework, in an “orderly” and 
“systematized” fashion was important in preventing women from both wasting time and 
betting exhausted. This “scientification” of housework was an attempt at rationalizing 
housework and the role of the housewife. In this way, any objection that might come to 
the presupposition of, both, being a mother and housewife as the prerequisite of 
womanhood was nullified by not only referring to nature, but also to the authority of 
science. The attempts at ordering and systematizing housework were also attempts at 
regulating and homogenizing women and the private sphere. 
Women’s education was not only an education of the mind; it also consisted of 
physical education. This combination is actually not surprising when the physical labor 
that the new mother-housewife would need in her daily duties is considered. In order to 
fulfill her daily duties, to do housework, and also to increase productivity with respect 
to these activities, a woman must be physically strong. The limits of housework are 
indeed determined by a woman’s physical endurance.133 In a text entitled “At the 
School Garden” in a language reader for fourth grade published in 1929, a female 
teacher, while conducting a physical education class, states the necessity of physical 
training as the following: “A healthy body is necessary for a father who would feed his 
family, for a mother who would serve her house and child, for a young person who 
would work for the homeland.”134 
Besides the middle-class woman, who was the cultural-ideal female, there were 
also other women presented in the textbooks: urban women of lower status and rural 
women. These other visible women were portrayed as subordinate to middle-class 
woman, yet they seemed to be in a relationship of complicity with her through 
motherhood and being a housewife. Both urban women of lower status and rural women 
were shown as involved in the housework; regardless of their class backgrounds. The 
rural women can also be seen as involved in the household work (such as milking the 
cows, etc.). The urban women of lower status were at times presented as economic 
actors with low incomes. As can be seen in one of the reading passages in a language 
reader for third grade published in 1934, these women were usually portrayed as 
widows who have to work in order to make a living, yet hardly succeed at it.135  
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Besides these urban women of the lower classes, and rural women, female 
teachers were also among the other visible women in the textbooks. The female teacher 
is the foremost example of professional women and utmost symbol of modernization. 
Other than female teachers, women were rarely represented as carrying out professional 
jobs in the public sphere. Almost all of the jobs and professions in the textbooks were 
presented as occupied by men. In the passage titled “Choosing Jobs,” from a language 
reader for second grade published in 1934, various jobs and professions are introduced. 
In this reading passage only tailoring is presented as an occupation for both men and 
women; tailor defined as “The woman and man who cut and sew the clothes is called 
tailor.”136 In fact, tailoring/sewing is regarded as the ordinary housework of every 
woman. In another passage where jobs and professions are introduced, from a language 
reader for third grade published in 1935 by the Ministry of Culture, they are again 
presented only with respect to boys.137  
Other than few sentences here and there, the women working in the factories, 
ateliers, and/or houseworkers do not exist in textbooks. Women workers were hidden in 
the margins. For example, nursemaids have an ambivalent position; their presence is 
neither denied nor accepted. Their existences were implied only with one or two 
sentences in a couple of reading passages in the language readers for second, third and 
fourth grade published in 1934, and in a reader for first grade published in 1936.138 Yet 
they were not discussed or represented; their identities are unknown. A similar situation 
existed with respect to houseworkers. They were made visible through the budgetary 
allocations presented in the family study textbooks. One becomes aware of their 
existences also through reading passages like the one titled “A Little Housewife” in a 
language reader for fourth grade published in 1929. Here the child explains her reason 
of acting like a housewife and helping her mother through her father’s insufficient 
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(material) power cannot employ a housekeeper.139 While women workers were treated 
as non-existent, respect for the male workers was demanded.140  
 
 
4.1.2. The 1948-1968 Period: 
 
In the aftermath of World War II, in the new bipolar world of the post-war era, 
influencing and directing social and political change in the so-called Third World 
became the main foreign policy concern of the two opposite poles of the new world 
system: the United States and the Soviet Union. Development and democracy became 
the catchwords of the day. As the military alignments and alliances were legitimized as 
serving national security and defense needs, policies of aid and assistance, whether 
military or economic, were rationalized as serving the development and emancipation of 
the countries. With respect to the US, Gendzier states that “The notion of Development, 
as an expression of policies designated to channel social and economic change in the 
Third World, emerged in roughly the same period as US policy makers reassessed their 
position in the non-Western and non-industrialized worlds of Latin America, the 
Mediterranean, Africa, the Middle East and the Far East.”141 As development programs 
became firmly fixed in the US foreign policy agenda, academic interest also focused in 
the problems of underdevelopment, as well as social and political change in the Third 
World. The modernization perspective of the post-World War II era was defined along 
these conditions. Modernization was taken as behavior and value change, and specified 
as economic development and institutional change, which was to be followed by 
democracy. The importance of elites and military in realizing change and development, 
and maintaining order and stability throughout these processes were consistently 
emphasized.142 
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Besides these changes in the international arena, the developments in Turkey 
following World War II also have the mark of country specific conditions -- which were 
in part the consequences of the developments in the prior era and in part the deliberate 
and conscious choices of the ruling elite of the time. In Turkey, the years from mid-
1940s onwards were characterized by experiments with democracy, starting with the 
multiparty elections in 1946, followed by the election victory of Democratic Party and 
its successive governments from 1950 onwards that came to a halt with the military 
coup of 1960. The Democratic Party’s success in the elections can be regarded as the 
victory of the periphery against the center, and one might expect a counter-movement, 
since the modernization project was hardly welcomed by the periphery. However, this 
has not been the case. The country’s alignment with the US enabled the modernization 
perspective to dominate in Turkey through military and economic alliances, aid and 
assistance programs. Modernization was taken as behavioral change, and involved 
economic development which was to be followed by democracy. As Turkey was 
presented as a successful example of these projects, the modernization discourse of the 
early Republican ruling elite was embraced, albeit with changes. While the efforts of 
Westernization continued with its emphasis on the middle class values, now there was 
also an acknowledgement of Islam and use of Islamic symbols and wording.  
Between the 1948-1968 textbooks, the middle-class man was again represented as 
the ideal civilized subject, carrying on a civilizing mission. He was the wise, educated, 
and enlightened man, embodying rationality and positivism. In the passages in the life 
science textbook for third grade published in 1953, this man is shown playing chess 
with his son, explaining to his son what a bank is, or driving with his little girl and 
telling her about, for example, the car, train, and speed.143 In another life science 
textbook published in 1955 for first grade students, the father provides explanations to 
his son about the seasons.144 In a passage in a language reader for third grade published 
four years later, the father tells his son about the stars.145  
The external appearance of this man was still the same; as in the prior period, he 
was again presented without moustache or beard, dressed in a trouser suit, wearing a tie 
and, occasionally, a hat. For instance, the cover of a life science textbook for second 
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grade published in 1949 has an illustration of a father dressed in a suit, also with a hat 
and coat, taking his son and daughter to school (see illustration 10).146 The passage 
titled “Traveling by Plane,” published in a fourth grade language reader in 1956, and 
also in a fifth grade language reader in 1959, presents a similar picture with respect to 
the image of the (male) middle class civilized subjects of the Republic.147 In the 
illustrations accompanying these passages, the men inside a plane are shown as dressed 
in suits with ties (see illustration 11). Although hat was established as the symbol of 
civilization and made mandatory with the hat laws of 1925, since the hat was to be 
taken off in indoors, it was the tie that became the ultimate symbol – representing the 
rein of civilization both in outdoors and indoors, and in the public and private spheres. 
Although the middle-class man represented the ideal civilized subject, since the 
nation-state was to be configured on the brotherhood of men, forming such a solidarity 
required accepting the existence of other men, yet only as long as they were in 
compliance with the cultural ideal. As in the prior period, these other men were 
generally personified as the farmers/peasants, artisans, and workers. They were after all 
economic actors. The passage titled “Happiness from Nothing,” published in a language 
reader in 1956 for fifth grade, represented one of these men, presumably a worker. In 
the illustration accompanying the passage, this man was shown as dressed in old but 
clean trousers, vest and jacket, yet without a tie. He is pictured sitting at a small table 
near the stove in his house, drinking his tea after a hard day’s work (see illustration 
12).148 
As can be seen in the passage in a fifth grade language reader published in 1956, 
modernization endeavors continued to focus on external appearances. As in the previous 
period, men’s attire was still a significant issue. In this passage, a comparison was made 
between the old and recent times, and the clothes that (male) children wore before the 
Republican times were denigrated. The text stated that: “…We were like dwarfs who 
would get up on stage to do ridiculous things. Some of us would wear dresses, and caps 
[takke]. ... They made us look like caricatures.”149  
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Modern men were signified as fathers, and empowered as the head of family. 
Being economic actors, all men were supposed to provide for their families. As can be 
seen in the reading passage in a teachers’ guide book for first grade published in 1952, a 
division of labor based on the practice of separate spheres and the ideology of 
domesticity was put forward: “Everybody has a job in the family. My mother works in 
the house. My father works outside; earns money, provides for the household expenses. 
He takes care of us.”150 The scene presented with this example was indeed quite similar 
to the prior period.  
Between 1948 and 1968, the modern woman was defined first and foremost as 
being a mother. Modern women-mothers were generally presented as fashionable yet 
plainly dressed, educated middle-class women. For instance, in the illustration in a first 
grade language reader published in 1958, mother is shown as a fashionably dressed 
woman in high-heeled shoes sitting in a chair with her hair made-up, and knitting a 
sweater for her son (see illustration 13).151 Another illustration, in a second grade 
language reader published in 1959 presented a similar image of the mother. This was 
again a fashionably dressed woman with short hair and lipstick, wearing a short-sleeved 
blouse, a medium-length skirt, and high-heeled shoes (see illustration 14).152 The length 
of skirt has indeed been an important symbol of the dichotomy between modern and 
traditional, setting the lines between promiscuity and chastity. While a long skirt 
symbolized being traditional and/or conservative, a short one was not necessarily 
modern, and in fact, could be the mark of promiscuity.153 
Yet the mothers presented in the language reader published in 1965 for third grade 
students were more plainly, in fact, conservatively, dressed. For instance, the illustration 
showing a mother giving medicine to her child, pictures a woman wearing a blouse tight 
around the neck with long sleeves, and a long skirt. She has no make-up, yet wears 
high-heeled shoes (see illustration 15).154 In this textbook, the illustrations showing 
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other mothers are similar to this one (see illustration 16).155 This alteration may point to 
status and class differences, and the extension of middle class behavioral modes to other 
classes. In fact, the same textbook also shows a similar mother figure while sewing, to 
make new clothes from the old ones, and praises her as talented and thrifty (see 
illustration 17).156 
Making new clothes from the old ones, thriftiness and housework skills were 
indeed taught to all women irrespective of their status. Being a modern woman included 
training in child rearing and housework (including how to decorate a house) thus, a 
skilled mother-housewife. As these skills were taught mainly through family studies 
textbooks, such textbooks also instructed socially acceptable behaviors, e.g., how to 
walk in the street, how to greet others, how to welcome guests to how to set a dinner 
table.157 Instructions were even given through reading passages where little girls were 
presented as playing house – accepting visitors to their presumed houses, setting the 
table for the visitors, greeting them, etc.158 
For all women, motherhood was presented as including care-taking, and various 
forms of housework. As in a life science textbook published in 1959, motherhood was 
signified with washing laundry.159 In a poem from a first grade language reader 
published in 1958, a little girl presented herself as the mother of her doll, and explained 
this as doing whatever her baby needs, such as washing and sewing her cloths. 160 There 
are also other examples similar to this one, showing little girls acting as mothers, in the 
language readers published in 1956, and 1959.161  
With the modern women constructed along the limits of a skilled mother and 
housewife, the division of labor, which was supposed to make society both modern and 
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organic, was put forward. Such a division of labor indeed brought the practice of 
separate spheres and the ideology of domesticity. In the passage published in a 1953 life 
science textbook, the scene depicted is not much different from earlier examples: the 
woman prepares dinner as her husband comes home from work, having done the 
shopping.162 The scene depicted in another passage is more striking. This passage, 
published in the same life science textbook, presents a middle class house in their 
leisure time after dinner; while the boy plays chess with his father, the older sister and 
the mother are knitting, and the younger one is embroidering and playing the piano.163 
Women, carrying out professional jobs in the public space, were those without 
husbands -- usually presented as widows who were in need of money.164 Almost all of 
the jobs and professions in the textbooks were occupied by men. In the life science 
textbook published in 1953, a reading passage introduced a group of children. As the 
passage signified their attributes, it also presented their prospective jobs/professions, 
which were supposedly in line with their attributes. Only one girl amongst these 
children was portrayed in a profession, namely tailoring.165 As in the earlier times, 
female teachers were the prime example of modern professional women. Besides 
teachers, the passages titled “Traveling by Plane” published in the language readers of 
1956, 1959 and 1965 introduced a new working woman – the hostess-- who at the same 
time looked quite modern.166 
In the textbooks published between 1948 and 1968, the modern woman was 
shown as educated women teaching their children how to read and write, and informing 
them about physical (natural) and social world.167 Women were also supposed to engage 
with the moral education of the children and guide them. Yet as different from the prior 
period, in the fourth grade language textbook published in 1956, these women were also 
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portrayed as women who “prays” for the successful education and career of their 
children.168  
 
 
4.1.3. The 1968-1981 Period: 
 
In the aftermath of the 1968 curriculum revisions, the textbooks continued to 
present the middle-class man as the ideal civilized subject of the Republic. The external 
appearance of this man was signified with a trouser suit and a tie, even when relaxing in 
the house, as can be seen in the illustration in the life sciences textbook published in 
1970 (see illustration 18).169 In this illustration, showing a middle class family having 
dinner at their house, all the family members, the father, the mother, and the two 
children (a boy and a girl) were dressed fashionably, and as the mother served dinner, 
the rest was sitting by the neatly set table. Another illustration, accompanying the 
passage titled “Getting Ready for Winter” in the life sciences textbook published in 
1974, showed both a boy and a man (presumably his father) as dressed in trouser suits 
with ties.(see illustration 19).170  
The life science textbook published in 1974 presented this modern man in another 
illustration, as sitting in an arm chair at his house, dressed in pants, wearing a shirt and a 
tie, and examining his son’s report card (see illustration 20).171 In fact, other than his 
external appearance, the middle class man was still signified as a father and the head of 
the family. He was the rational, educated, and enlightened man, involved with the 
education of his children. The passages showing the middle class man-father as playing 
chess with his son, still explaining his son what a bank is, or telling his son about the 
stars, continued to exit in the third grade life sciences textbooks and language readers 
published in 1970 and 1973.172 The life science textbook published in 1970 had a 
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passage written in the form of a letter from father to son, where the father advised his 
son to be polite and respectful, and pay utmost attention to his manners on the public 
sphere. The letter continued: “…The education of the people of a country becomes 
evident through their manners in the street. Don’t forget this, my child.”173  
Although the middle-class man formed the ideal, peasants, farmers, artisans, and 
workers were the other men presented in the textbooks.174 They were first of all 
economic actors. Each man was also configured as a father, through which he was 
empowered as head of the family. This was indeed openly stated in the textbooks: 
In the family, our fathers, mothers and we [the children], all, have separate 
duties. The father is the head of the family. Our fathers, and mothers of 
some of us, work in a job and earn money. They provide our household 
expenses with this money. Our mothers clean the house, wash the laundry, 
and do the necessary sewing and cook our meals.175 
 
As can be seen this passage published in life science textbook in 1977, the practice of 
separate spheres was still in place. Being the major economic actor, man was to provide 
for the family, while woman, even if she earns money, was limited with the ideology of 
domesticity. 
Peasants had a special place among the visible men of the textbooks published 
between 1968 and 1981. The peasant family, as different from the urban families, which 
were represented as nuclear families, was presented as an extended family. However, 
the division of labor was basically the same as in the urban families: males were again 
presented as doing the real work, this time in the fields. In the life science textbook 
published in 1977, peasant men were portrayed as the most industrious people of the 
nation, and the text ended with the following statement: “As Atatürk had said, this 
country’s real masters are the peasants.”176 
Between 1968 and 1981, in the textbooks, the modern women were defined as 
being both mothers and housewives. The life science textbook published in 1974 
illustrated this modern women-mother in a fashionable yet plain dress, with her hair 
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made-up (see illustration 21).177 These modern mothers were generally presented as 
fashionable yet modestly dressed, educated middle-class women, skilled in child rearing 
and housework. Since family study courses at the primary school level were abandoned 
with the 1968 curriculum, it can be argued that the emphases on being a scientifically-
oriented mother and housewife, and the “civilized” modes of conduct and behavior were 
reduced. Yet by this time, even though these practices and modes of conduct were not 
necessarily disseminated to the entire society, they were already normalized. In fact, 
instructions for being a skilled mother and housewife were still given through reading 
passages, as the ones in the language readers published in 1969 and 1978, where little 
girls were presented acting as mothers and playing house.178 
The division of labor, which indeed brought the practice of separate spheres and 
the ideology of domesticity, was presented in the textbooks as making the society 
modern and organic, and signified as the norm. This division of labor was summarized 
in a poem in the life science textbook published in 1970 as the following: “My father 
goes to work everyday / My mother serves in the house / We study at the school.”179 
The reading passages presenting this division of labor in the life science textbook 
published in 1953 continued to exist in this textbook published in 1970.180 Another 
passage depicting a family after dinner in the same textbook presented a similar scene: 
“My father started reading his newspaper, my sister began studying geography. My 
mother began sewing, and my grandmother was knitting.”181  
The middle class mother was portrayed, as in the language reader published in 
1974, teaching her children about physical (natural) and social world, and the vices of 
ignorance.182 Again women were presented as obliged to engage with the moral 
education of the children and guide them. As a continuation of the prior period, in the 
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fourth grade language textbook published in 1968, praying became an attribute, and 
they not only wish and guide, but at the same time pray for their children.183  
The women other than middle-class mother-housewives were presented in the 
textbooks, and the peasant women were the most visible ones. These women were either 
women-mothers, girls, or grandmothers. All these women were confined by 
domesticity. While men were doing the real work in the fields, these women were 
depicted as providing support functions for the men in the fields, in addition to fulfilling 
their primary duties of housework and child-rearing.184 
Although women were still confined by domesticity, now, women having jobs and 
professions were acknowledged, though not regarded as the norm. The female teacher 
continued to be the prime example of modern professional woman. Besides her, new 
professional women, such as nurses185 and doctors186 were now seen in the life sciences 
textbooks published in 1973, 1974, and 1977. This was indeed a change, albeit small, 
when compared with the prior periods. In fact, reading passages such as the one in the 
life science textbook published in 1953, introducing a group of children and their 
prospective jobs and professions continued to exist in the 1970 version of the textbook, 
again presenting only one girl from these children as suitable for a profession 
(tailoring).187 Women workers continued to be presented as widows in need of 
money.188 Nevertheless, the passage titled “Traveling by Plane” also continued to exist 
in the language reader published in 1968, introducing hostess as a new working 
woman.189 
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4.1.4. The 1981-2000 Period: 
 
Between 1981 and 2000, textbooks no longer presented the middle-class man, the 
civilized subject, as the cultural ideal. In order to attain solidarity among men, and to 
broaden the basis of the existing order, the men presented in the textbooks referred to a 
much wider spectrum. These men were the farmers/peasants, workers, artisans, civil 
servants, merchants. The peasants were again quite significant figures; as before, there 
was a whole unit in the life science textbooks about village and peasants. 
Fatherhood was the significant attribute of all these men, empowering them as the 
head of family. As stated in the life science textbook published in 1991: “The father is 
the head of the family. The mother helps him.”190 In the life science textbook published 
in 1985, the passage titled “Our Houses-Our Families” presented an illustration of a 
family, in which the father and the family was depicted rather different than the prior 
examples (see illustration 22). This was a family composed of a father, mother, 
grandfather, grandmother and three children. The father was only wearing pants and 
shirt, without a tie, had a moustache, whereas the mother and grandmother were 
wearing headscarves.191 The same textbook also had other similar illustrations of 
families. In the life science textbook published in 1991, another passage, “House and 
Family,” listed gecekondu as among these houses.192 In fact, between 1981 and 2000, 
unlike the prior periods, men were not shown in the textbooks as dressed in fashionable 
suits and hats. Most of the time, they were presented as dressed in modest and plain 
outfits, and as having moustaches. They were occasionally illustrated without jackets 
and ties. 
Most of the visible women of the textbooks published between 1981 and 2000 
were again mothers and housewives. They were supposed to be skilled in these duties, 
yet now their status, class and external appearances varied. They were no more depicted 
as thin and fit women wearing fashionable clothes, high-heeled shoes, and make-up 
even when doing housework. As in the life science textbooks published in 1985, they 
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can be seen wearing headscarves (see illustrations 23, 24).193 In the life science textbook 
published in 1991, the women portrayed were wearing modest and plain clothes, not 
closely fitting their bodies’ figures (see illustrations 25, 26, 27).194 The same textbook 
presented a full-figured mother-housewife, causally and plainly dressed, looking after 
her baby, and also another mother-housewife as wearing working clothes, a headscarf 
and an apron, while hanging the clothes she washed (see illustrations 28, 29).195 The 
language reader published in 1998 also had an illustration of a mother-housewife 
dressed in a long dress wearing slippers (see illustration 30).196 
In the textbooks published between 1981 and 2000, the discourse of separate 
spheres and its accompanying division of labor were still in place. The woman’s 
primary duty was child rearing and doing housework. As stated in the life science 
textbook published in 1991: 
Everybody has a duty in the family. The father governs the family. The 
mother helps him. The father works in order to provide the well-being of the 
family. The mother deals with the housework. She cooks the meals and does 
the cleaning. In some families, the mother also works in order to provide 
support for the well-being of the family.197 
 
As can be seen in this passage, women, although not a frequent practice, could work 
outside of the house. However, their work was marginalized as “support.”198 
Women working in the public sphere were acknowledged; they were represented 
as teachers, doctors, nurses, policewomen, lawyers, judges, and civil servants.199 
Nevertheless, as stated in the life science textbook published in 1991, having such a 
profession does not result in becoming freed from housework: “The mother and father 
work in order to provide for the household expenses. Lots of women do both housework 
and work in various jobs.”200 Although there was some alteration in the division of labor 
in these years, the gender roles remained the same. Women were now placed under a 
double burden of working both outside and, at the same time, inside of the house. 
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4.2. The Bound Modern Self 
 
 
The concept of individual is one of the basic concepts of European modernity, 
defined along the notions reason, freedom, equality, interest and rights. The 
Enlightenment idea as the basis of European modernization depends upon the notion of 
individual -- who is able to be critical and has freed himself from tutelage.201 However, 
the generic individual was specified as man: Man was regarded as the sole bearer of 
intellect and reason, the creator and the engine of civilization, and endowed with rights. 
The prospects defined for women by some, if not most, of the Enlightenment 
philosophies and the prominent figures of European modernization were not necessarily 
in line with these attributes of the individual. Women symbolized not the mind but the 
spirit, and were regarded not rational but romantic, equated not to civilization but to 
nature, and endowed not with rights but with duties. Nevertheless, the modern era in 
Europe has been one throughout which men and women have been subjected to both 
disciplinary and emancipatory processes. As well as being affected by, they were also 
the actors, and even the initiators, of these processes which worked to regulate, limit, 
and, at the same time, empower people, signifying them as individuals having primacy 
over the community. 
The modernization project of the early Republican ruling elite, requiring men and 
women of the new nation-state in Turkey to be reconfigured in the image of their 
Western counterparts, was a “revolution of values” undertaken for the creation of a 
modern society. The modernization project evolved mainly as a disciplinary process, 
with tutelage being at its very heart. The nation-formation processes further restrained 
the empowering aspects of modernization, prioritizing the family and national 
community over the individuals. People were bound along the axes of gratefulness-
obedience-sacrifice, and designated primarily to disciplinary rather than emancipatory 
process. For both men and women, the causes of sacrifice were designated as the family 
and the nation-state. While men were to be grateful and obedient to the nation-state, for 
women this gratefulness and obedience was directed both towards the family and the 
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nation-state. Both of them were first and foremost citizens subordinating their 
individuality to the state, and/or to the family, as its micro-cosmos.202 When domesticity 
was added to this pre-eminence of the community (the family or the nation), women 
became even further subordinated. 
 
 
4.2.1. The 1928-1948 Period: 
 
Between 1928 and 1948, in the textbooks used in Turkey, the new men were, first 
and foremost, economic actors. Men were supposed to work to stand on their own feet. 
As can be seen in a poem which was published in a fifth grade language reader in 1928, 
the thought of standing on one’s own feet was regarded as “a manly thought.”203 Since 
the new men were at the same time supposed to be fathers, they worked not only to 
stand on their own feet, but also to make a living for their families. They were also 
economic actors having a utility for the national economy. Their work was, after all, for 
the satisfaction of the needs of society and nation, and for uplifting the motherland. In 
an introductory passage titled “The History of the Student” in the fourth grade history 
textbook published by the Ministry of Education in 1936, a couple of questions were 
asked to children about their backgrounds, about the child him/herself, about the father, 
grandfather, and brothers (with no mentioning of the mother), trying to create a sense of 
history. Among these questions one is quite striking: “What does your father do in order 
to earn money? If one works to earn money, is this beneficial for his nation and 
homeland?”204 The same introductory text also existed in the 1944 version of the 
textbook.205 
As shown in the previous section, the primary characteristic of the idealized 
modern middle-class man was being a family man; he was a father with a profession. 
Since setting the middle-class man as the sole example of ideal man would endanger the 
solidarity of men which was crucial for the new order that was to be based on the 
brotherhood of men, the borders of acceptable masculinities were delineated along the 
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notions of fatherhood and economic productivity. Each man was assured as the 
patriarch of a family, thus preventing the shattering of the patriarchy. Configured along 
these lines, as the all capable subject within the circle of the family, men were also to be 
the protectors of the family. A reading passage where a father “heroically” saves his 
children and wife from a burning house can be seen in a fifth grade language reader 
published in 1929, and in third and fifth grade language readers published in 1934. 206 
Besides middle-class males, the other visible men in the textbooks were signified 
as men with low-paid jobs requiring physical labor, strength, and perseverance. These 
men are portrayed as having well-built bodies, and laboring in a disciplined manner. In 
fact, the modern men were supposed to have healthy well-built bodies. Their physical 
endurance was necessary for the national duty of successful economic activity and 
military service. In the reading text titled “The Improvement of the Generation,” 
published in a fifth grade language reader in 1929, the importance of boys’ and men’s 
health for the nation’s economy and military service was emphasized.207  
These other men were presented as being proud of their jobs, and doing them 
willingly. They were not discouraged by the problems they encountered, and could 
endure the hardships they come across while performing their jobs. Thus each man was 
a hero, due to hard-work, sacrifices, courage, and resoluteness. For example, a 
bricklayer is such a man who is also regarded a hero since he confronts a lot of 
difficulties and dangers in his work.208 His story can be seen in a language reader for 
second grade published in 1929. As stated in a passage in a language reader for fourth 
grade published in 1934, this kind of work was considered as “working like a man.”209 
Such a man, as signified in a passage published in 1933 in a language reader for third 
grade, was said to have “a manly heart;” a heart which can endure hard work.210  
The new men were also portrayed as altruistic and helping people who were in 
worse conditions than themselves. At the same time, all men were supposed to be 
content and grateful with their place in the hierarchy and try not to question or challenge 
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it. For example, a passage titled “A Man Who is Content,” published in a fourth grade 
language reader in 1929, presents a poor farmer who, while working all day and hardly 
earning any money, is content with his status. The man is also, at all costs, and 
selflessly, tries to help other people.211  
In fact, from all these, the new men evolved as strong, heroic and selfless men; 
undertaking sacrifices to perform heroic deeds such as protecting or saving the weak. 
As seen above, within the circle of the family, the new men, besides symbolizing the 
rational part of the whole, also represented the all-capable actor. They were portrayed as 
the actors creating the livelihood of the family and protecting it at all costs. When the 
whole in question was the nation-state, the new men were presented as subordinated to 
it. They were to be grateful, obedient, and sacrificial with respect to the nation-state.212 
While the ideal men were delineated as bound along these lines, there were also men 
who were named as unworthy and made visible as counter models. They were 
represented as idle men, not disciplined, not working or doing their jobs properly, who 
drink alcohol and/or gamble. These men were designated as unworthy and were 
presented as counter models. They were the “bad men” who should be rejected by the 
society, and regarded as not loving their motherland and nation.213 
In addition to the physical and educational contributions they were to make, the 
new women, reconfigured as modern mothers and housewives, were supposed to have a 
set of moral traits. In the language readers and life science textbooks between 1928 and 
1946, the idealized middle-class woman was portrayed as hard-working, compassionate 
and sacrificing, not discouraged by hardships, endowed with love, and put everyone and 
everything above herself. These can be seen in the definition of mother given in a 
passage in a fifth grade language reader published in 1934. In this passage titled 
“Mother,” a little girl describes her mother in the following way: 
She is everything… our guardian angel. She is the one who ties us together 
and makes us into one heart and soul. She gives us compassion; she has an 
endless patience, sweetness and goodness. When we are sick, she takes care 
of us, and makes incomprehensible sacrifices. She is the happiness of our 
house. ….. With her intelligence and hard-work, she manages to do all the 
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work, and provide everyone with what they need. In spite of all these 
sacrifices, she only expects one thing: To see us around her joyfully!214  
 
These characteristics and efforts were necessary to provide a bond of solidarity 
throughout the community - -defined either as the family and/or the nation. By adding 
the representations of the modern woman as happy, harmonious, and content to this 
picture, any possible changes in the set hierarchies were prevented. In fact, the middle-
class woman was to be a successful part of the whole, whether this whole is the family 
or the nation. It was not possible for her to exist outside of these. Yet the existence of 
the middle-class woman was also a necessity for the existence of these wholes. She was 
a bridge connecting the parts, an element that realizes the unity and indivisibility, and 
was supposed to act as the heart of the whole. The borders and the hierarchy of the 
community were actualized and maintained over her. When domesticity was coupled 
with the pre-eminence of the community, the middle-class woman became configured 
as totally bound and far from being an individual. Although designed in the image of 
her Western counterpart, she ended up with much less empowering possibilities.  
The other visible women in the textbooks were represented as subordinate yet in a 
relationship of complicity with middle-class woman by embracing the role of mother 
and housewife, and defined as hard-work, obedience, compassion and sacrifice. Like the 
middle class women, these women were selfless, and, furthermore they were, at times, 
pushed onto center stage their sacrifices. They were content with their status and 
attentive towards their duties. These women were patriotic, brave, and tough, able to 
encounter hardships and ready to make sacrifices for their family, nation, and homeland. 
They can become war heroines due to the sacrifices they make.215 Other than these 
women, different and non-conformist women were rendered invisible in the textbooks. 
 
 
4.2.2. The 1948-1968 Period: 
 
The modernization perspective of the post-World War II era was developed in line 
with the US foreign policy agenda, and scholarship. Under the auspices of the 
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modernization perspective, development became the primary concern. Democracy, 
though the catchword of the times, were only secondary to capitalist development. In 
realizing change and development, the emphasis was not on the individual but on elites 
and the military. Maintaining order and stability throughout the modernization 
endeavors was highlighted, “an expanded role for the military of Third World regimes, 
as well as for the US military forces, was strongly endorsed,” and “military intervention 
was offered as an alternative to the prevailing chaos.”216 Through the alignment with the 
US, these perspectives became dominant in Turkey. Economic development (mainly 
agricultural development, through the mechanization of agriculture) became the major 
concern of modernization, and the individuation of the people was traded off for this 
good. While the efforts at Westernization continued, elites were still at the center of the 
modernization project. In textbooks, between 1948 and 1968, the new men and women 
were again formulated on the axes of gratefulness-obedience-sacrifice as bound selves. 
Although the concept of democracy was introduced into the textbooks, selflessness, 
unity, solidarity and order continued to be demanded from the people; the pre-eminence 
of the community was still in place. 
Between 1948 and 1968, modern men continued to be portrayed first and foremost 
as economic actors, providing for their families and having a utility for the national 
economy. Their work was for the satisfaction of the needs of society, nation, and 
motherland. Besides being represented as civil servants and merchants, men were 
personified as peasants/farmers, workers, artisans; as having laborious jobs that require 
hard-work, and sacrifice. A passage in a third grade language reader published in 1959 
introduced to the students one of these men, a fisherman, who worked all night long 
while thinking about his wife and child, and thus did not get tired or feel the cold.217 
The example of blacksmith was still a favored one, as can be seen in various language 
readers, such as the ones published in 1950, 1955, 1959, and 1965, and was used for 
putting forward the premise that work cannot be done without getting tired (see 
illustrations 31, 32, 33).218  
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As in the prior period, these men were heroes because of their hard-work, 
sacrifices, courage, and resoluteness. Besides being heroic and selfless, they were also 
disciplined, obedient, and content subjects. In fact, in the passage titled “Happiness 
from Nothing,” published in a language reader in 1956 for fifth grade, the worker is 
presented, despite his deprived material conditions, as not only content, but also happy 
with his status and material conditions.219  
The modern women, besides being reconfigured as scientifically-oriented and 
skilled mothers-housewives, were also portrayed as selfless, hard-working, and 
compassionate women, blessed with love and as failing to get discouraged over 
hardships. These sacrificing women are exemplified in the mother-housewife presented 
in a passage in the language textbook published in 1956. This woman, through her work 
and sacrifices, is able to provide a happy home for her children.220 These attributes and 
efforts of the new women in fact provided not only the solidarity of the community -- as 
the family and/or the nation.  Yet differing from the prior period, while the sacrifices of 
mothers were highly praised and taken as showing devotedness to their children, family 
and nation, they were also given religious meaning, and signified along religious 
themes, as can be seen in the language textbooks published in 1956 and 1965.221  
 
 
4.2.3. The 1968-1981 Period: 
 
During these years of turmoil, selflessness, unity, solidarity and order continued to 
be highlighted and demanded in the textbooks. The pre-eminence of the community was 
favored over the individual; modern men were again presented as economic actors 
providing for their families and the national economy. They were to be disciplined and 
obedient citizens. Yet the most selfless and at the same time content men were the ones 
who were personified as peasants/farmers, workers, artisans. Among the artisans, 
                                                                                                                                               
Okuma Kitabı, Üçüncü Sınıf, 2nd ed. (İstanbul: Maarif Basımevi, 1959), 6; T. C. Milli Eğitim Bakanlığı, 
Yeni Okuma Kitabı, Birinci Sınıf, 1st ed. (İstanbul: Milli Eğitim Basımevi, 1958), 28-29 and 46; T. C. 
Milli Eğitim Bakanlığı, Yeni Okuma Kitabı, Üçüncü Sınıf, 7th ed. (İstanbul: Milli Eğitim Basımevi, 1965), 
62. 
219
 T. C. Maarif Vekaleti, Yeni Okuma Kitabı, Dördüncü Sınıf, 1st ed. (İstanbul: Maarif Basımevi, 1956), 
56-57. 
220
 Ibid., 29-30. 
221
 Ibid., 28 and 30. For the original text see appendix. T. C. Milli Eğitim Bakanlığı, Yeni Okuma Kitabı, 
Üçüncü Sınıf, 7th ed. (İstanbul: Milli Eğitim Basımevi, 1965), 65. 
 196  
blacksmith was still a favored example, as can be seen in the language readers published 
in 1970 and 1973 (see illustration 31). This figure was used for showing that jobs 
require hard-work, and sacrifice, and that work cannot be done without getting tired.222 
The passages in a third grade language readers published in 1970 and in 1973 presented 
to the students a fisherman who worked all night and did not even feel tiredness or the 
cold.223 These men were regarded as heroes because of their hard-work, resoluteness 
and sacrifices. As can be seen in the life science textbook published in 1977, peasants 
were also considered among these industrious, selfless men.224 
The middle class women, configured as the modern women along skilled 
motherhood and housewifery, again portrayed as selfless, hard-working and 
compassionate. As can be seen in the passage in language textbook published in 1968, 
through her work and sacrifices, this woman was able to provide a happy home for her 
children.225 In another passage in life science textbook published in 1974, mothers were 
regarded as the symbols of love and loyalty.226 The textbook, in the following pages, 
stated the following: “His father had a good job. They were well-off. His mother was a 
compassionate and docile woman. She dealt with the housework, worked endlessly in 
order to bring up her children.”227 In a passage, accompanied by an illustration of short 
haired, fashionably dressed woman sitting in an arm chair with her two children, in 
another life science textbook published in 1973, the child defined her mother in the 
following words: “She does everything in order to make me happy. She undertakes 
everything for this.”228 The sacrifices of mothers were highly praised and taken as 
showing their devotedness to their children, family and nation. The women were again 
formulated on the axes of gratefulness-obedience-sacrifice as bound selves. As a 
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continuation of the prior period, the passages where these sacrifices were given 
religious meaning also continued to exist in the language reader published in 1968.229 
 
 
4.2.4. The 1981-2000 Period: 
 
Between 1981 and 2000, despite the changes in the profiles of men and women 
that were presented in the textbooks, both men and women were defined as disciplined, 
obedient, and selfless. These were emphasized in order to create solidarity, and 
continued to restrain the empowering aspects of modernization. Other than 
individuation of the people, the pre-eminence of the community, now signified as unity, 
marked the modernization process.  
As before, all men were supposed to be economic actors. As fathers, and heads of 
the families, they were supposed to work and provide the well-being of the family. As 
stated in the life science textbook published in 1985: 
Every house has its jobs such as cleaning, shopping, cooking, washing 
laundry and dishes. These jobs are done by the members of the family 
through a division of labor. The mother does the housework. If necessary 
she works at a job to provide support for the family budget. The father 
works at a job, and spends his earnings for the well-being of the family.230 
 
These were again selfless men; their labors were not for themselves, but for the 
good of the family. This work was also for the good of the nation. For instance, in the 
life sciences textbook published in 1991, peasants were presented as “working for us.” 
They were selfless and hardworking men, laboring in order to provide “our” 
necessities.231  
All women, configured as being mothers and housewives, were supposed to be 
hardworking, compassionate, and sacrificing, not discouraged by hardships, endowed 
with love, and put everyone and everything above her. These can be seen in the passage 
titled “Mother’s Hands” in a language reader published in 1998, where a little girl 
described the overburdened situation of her mother by transforming her into a super-
human with many hands: 
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With one of her hands my mother churns. With the other she holds a book. 
With the other she irons my father’s jacket. With the other she cooks. With 
the other she combs my hair. … Two of her hands are for my father. … She 
has seven children. If you count two hands for each, it makes fourteen. Six 
hands are necessary for the kitchen and garden. Add two more hands for the 
poor…. Consider two more hands for praying. … It makes exactly twenty 
six hands. My mother has exactly twenty six hands.232  
 
As can be seen from the above passage, women were still configured as bound 
selves, far from being all-capable actors and individuals. Another passage, from the life 
science textbook published in 1991, completes this picture. Love, compassion, and 
sacrifice were demanded from women in order to provide a bond of solidarity 
throughout the society: 
The woman is the basis of the family. … the woman organizes family life. 
She takes over important duties for the happiness of the family. The place 
and value of the woman in the society is even greater. The Turkish woman, 
both today and in the past, has given a lot services to society. … For Turks, 
the family is sacred and the basis of the society. The woman is the one who 
ties the family members to each other with love and respect. This is because 
the Turkish woman is sacrificing.233 
 
As seen above, women were indeed utilized as bridges creating the unity of the 
community, whether this unity was the family or the nation, through their services and 
sacrifices.  
 
 
4.3. Conclusion 
 
 
The analyses of textbooks presented here tried to provide insights into what 
modernization discourses included from the early years of state formation onwards, and 
along which lines they had been sustained throughout education. In Turkey, as seen in 
this analysis of textbooks, the boundaries of what is considered modern were defined 
along the image of the West, and presented as ‘civility.’ The limits of modernization 
were set according to middle-class images and behavior codes, with the practice of 
separate spheres and the ideology of domesticity being a part of these. The ideal 
civilized subject of the Republic was configured along these lines as the middle class 
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male. Other men were set in a relationship of complicity with the middle-class man 
through their embracement of the same values; while defined as enlightened and 
economically productive fathers, they were made the head of the family and empowered 
as the primary citizens. Women, both, empowered and restricted through the practice of 
domesticity, were subordinated to men, and defined as civilized subjects as long as they 
became scientifically-oriented and skilled mother-housewives.  
The modernization project of the early Republican ruling elite was indeed 
undertaken with aim of the ultimate realization of a nation-state in the image of the 
West. This project, requiring men and women of the new nation-state to be reconfigured 
in the image of their Western counterparts, evolved as a disciplinary process. The 
overriding importance that was placed on the nation-formation process further 
restrained the empowering aspects of modernization, prioritizing family and nation over 
the people. Giving such a priority to the community, defined either as the nation or the 
family (the latter was indeed exerted as the basis of the former), at times, created 
contradictions with the images and codes that were being simulated. Thus through 
education, people were at the same time delimited, conditioned as bound selves, and 
defined primarily as citizens rather than individuals. As the prospects for individuation 
were hindered, it in turn constrained the horizons of modernization to images and 
external appearances of men and women. Thus the ideal men ended up as the primary 
civilized citizens, and bound actors in the sphere of the family, and objects in the sphere 
of the nation-state. They were to be selfless and heroic with respect to the family and 
the nation-state, and grateful and obedient towards the nation-state--ready to perform 
whatever is asked from them. For women, gratefulness, obedience and sacrifice were 
directed both to the family and the nation-state. As domesticity was coupled with the 
pre-eminence of the community, women became even further constrained.  
The modernization project of the Kemalist ruling elite remained resilient despite 
the developments in Turkey in the aftermath of World War II. Their modernization 
discourse was embraced albeit with changes. The efforts of Westernization with its 
emphasis on the middle class values continued, despite limited introduction of Islamic 
symbolism and wording. Men were still the primary civilized subjects in the family and 
thus primary citizens of the nation-state, yet they were constrained with the family and 
treated as the objects of the nation-state. Women were subordinated to men through the 
practice of domesticity, as well as to the family and the nation. Their appearances now 
became more plain and modest, and they were not considered to be scientifically-
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oriented but rather only skilled mother-housewives. In the textbooks published between 
1968 and 1981, a change, albeit small, compared to the prior periods was the 
acknowledgment of women having jobs and professions. However, this was not 
regarded as the norm, and the primary duties of women were defined as child-rearing 
and housework. 
Major modifications to the modernization project occurred after 1980. In order to 
attain solidarity among men, and to broaden the basis of the existing order, men 
presented in the textbooks referred to a much wider spectrum. Women were still 
portrayed in textbooks primarily as mothers and housewives; nevertheless, now their 
status, class and external appearances varied. There was also some alteration in the 
division of labor presented. Women working outside of the house were acknowledged. 
Women were now more visible and at times became primary actors.  However, gender 
roles remained the same as before; women were placed under the double burden of 
working both outside and, at the same time, inside of the house.  
These developments did not change the view of men and women, as bound selves. 
In fact, they underlined the limiting and disciplining parts of modernity. The existence 
of other men was realized only as long as men were in compliance with the defined 
motives and ideals of modernization discourse, and only if they were disciplined, 
obedient, and selfless. While women’s work in the public sphere was marginalized as 
providing support to the family and/or service to the nation, the stress on the 
significance of family was increased. Thus both men and women were defined as 
increasingly grateful, obedient and sacrificial. These were emphasized in order to create 
solidarity and unity throughout the nation. As the pre-eminence of the community, now 
signified as unity, marked the modernization discourse and endeavors, people were 
further subordinated. Modernization, taken to be a project in relation to continuous 
nation-formation, ended up regulating the creation of grateful, obedient and sacrificial 
citizens, not individuals, with close ties to military, the details of which will be analyzed 
in the following chapter. 
 201  
4.4. Illustrations to Chapter 4 
 
 
 
 
Illustration 1: Çığıraçan, Hayat Bilgisine Göre Resimli İlk Kıraat, Sınıf 2, 7th ed. 
(İstanbul: Türk Kitapçılığı Limitet Şirketi, 1934-1935), 122. 
 
 
 
 
 
Illustration 2: Ertaylan, Kıraat Dersleri, Sınıf 1 (İstanbul: Türk Kitapçılığı Limitet 
Şirketi, 1934-1935), 22; Ertaylan, Kıraat Dersleri, Sınıf 3 (İstanbul: Türk Kitapçılığı 
Limitet Şirketi, 1933-1934), 179. 
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Illustration 3: Sertel, Resimli Kıraat, İkinci Sınıf (İstanbul: Türk Kitapçılığı Limitet 
Şirketi, 1934-1935), 9. 
 
Illustration 4: Çığıraçan, Hayat Bilgisine Göre Resimli İlk Kıraat, Sınıf 4 (İstanbul: Türk 
Kitapçılığı Limitet Şirketi, 1934-1935), 102. 
 
 
Illustration 5: Ertaylan, Kıraat Dersleri, Sınıf 3 (İstanbul: Türk Kitapçılığı Limitet 
Şirketi, 1933-1934), 88. 
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Illustration 6: T. C. Kültür Bakanlığı, Okuma Kitabı, İkinci Sınıf (İstanbul: Devlet 
Basımevi, 1935), 61; T. C. Milli Eğitim Bakanlığı, Okuma Kitabı, İkinci Sınıf, 13th ed. 
(İstanbul: Milli Eğitim Basımevi, 1945), 61. 
 
 
 
 
 
 
Illustration 7: Sertel, Resimli Kıraat, İkinci Sınıf (İstanbul: Türk Kitapçılığı Limitet 
Şirketi, 1934-1935), 98. 
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Illustration 8: Çığıraçan, Hayat Bilgisine Göre Resimli İlk Kıraat, Sınıf 4 (İstanbul: Türk 
Kitapçılığı Limitet Şirketi, 1934-1935), 2. 
 
 
 
 
 
Illustration 9: İçsel and İçsel, Kız ve Erkek Çocuklara Kıraat Kitabı, İlk Mektep İkinci 
Sınıf (İstanbul: Hilmi Kitaphanesi, 1928; reprint, 1934), 3. 
 
 
 205  
 
 
Illustration 10: Akısan, İlkokul İkinci Sınıf Hayat Bilgisi Kitabı, Ekim (İstanbul: Şaka 
Matbaası, 1949), cover. 
 
 
 
 
Illustration 11: T. C. Maarif Vekaleti, Yeni Okuma Kitabı, Dördüncü Sınıf, 1st ed. 
(İstanbul: Maarif Basımevi, 1956), 23; İlaydın, Okuma Kitabı, Beşinci Sınıf (İstanbul: 
Maarif Basımevi, 1959), 72. 
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Illustration 12: T. C. Maarif Vekaleti, Yeni Okuma Kitabı, Beşinci Sınıf, 1st ed. (İstanbul: 
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CHAPTER 5 
 
 
MILITARIZATION OF THE NATIONAL SELF 
 
 
 
 
The previous chapters have focused on the discourse of nationalism in the making 
of national self with respect to the ethnic and civic sources of the nation, the formation 
of national identity through the construction and naming of ‘others’, as well as the 
discourses pertaining to modernization and on the imaginings of the modern men and 
women of the nation. This final chapter concentrates on the militarized imaginings of 
the national self and the nation presented in the primary public school textbooks used in 
Turkey between 1928 and 2000, and tries to shed light on the process of the 
militarization of national identity and everyday lives through education. Since such a 
pursuit requires elaboration on the concepts of militarism and militarization, first the 
theoretical discussions on these concepts are presented, referring to a wide array of 
scholarship from the earliest works on militarism back in the nineteenth century to the 
recent feminist scholarship on militarism and militarization. Then the analysis draws 
attention to the dependencies between the nation and state-building and militarization 
processes, as well as the intricate linkages between these processes and the introduction 
of universal male military service. After providing a discussion of the history and 
specificities of military service with respect to militarism and militarization, the chapter 
focuses on the analysis of the textbooks in the light of all these debates and scholarship.  
One of the earliest works on militarism is Karl Liebknecht’s book, entitled 
Militarism, which was a revised version of the lecture he gave on this subject in 1906. 
Working within the Marxist paradigm, Liebknecht defined militarism as an institution 
essential to class societies, one of which is capitalism.1 According to this approach, 
militarism is not a modern phenomenon; however, capitalism develops “a kind of 
                                                 
1
 For other representative works of on militarism within this paradigm, the works of Lenin and Rosa 
Luxemburg can be referred. See, for example, Rosa Luxemburg, “Militia and Militarism,” in Selected 
Political Writings, ed. Dick Howard (New York, London: Monthly Review Press, 1971), 135-158.  
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militarism peculiar to itself.”2 Liebknecht argued that the army built on universal 
military service is the institution best adapted to the capitalistic stage of development; 
“it is, in the first place, a national institution destined for attack abroad or for protection 
against a danger coming from abroad.”3 This “militarism for abroad” indeed served “the 
exploiting interests of the ruling classes of capitalism.”4 Liebknecht further argued that 
the standing conscript army also serves “the function of ‘militarism for home’ against 
the interior enemy.”5 It was a weapon in the hands of the ruling classes to protect the 
existing state of society. According to Liebknecht, militarism first promoted the 
“military spirit” in the army itself, and then in all the other parts of the population; he 
signified it as a system that appears, first, in the army, and then, reaching beyond the 
army, embraces all of the society.6 He highlighted disciplinary practices and 
technologies as the main method used for the creation of military spirit and military 
world view,7 and noted “doing away with the initiative of the individual” as one of the 
main aspects of this disciplining. 8  
While the scholars working within the Marxist paradigm concentrated on defining 
and analyzing militarism with respect to the economic and social structure of capitalist 
societies, other scholars, mainly working within the liberal paradigm, have provided 
explanations regarding the legal and political system of the state which focus mainly on 
the functional relationship between the military and the civilian spheres of the state. 
Alfred Vagts’ major work, A History of Militarism: Civilian and Military, written on the 
eve of the Second World War, can be considered as one of the premium studies done 
within this paradigm. Yet this study, besides focusing on the military’s predominance 
over the civil society, conducts an analysis and critique of militarism regarding the 
appropriation of the ideology and values of the military by the civil society.  
According to Alfred Vagts, the word and concept of militarism was first used in 
France, during the political struggles under the Second Empire. It was employed to 
mean “a domination of the military man over the civilian, an undue preponderance of 
                                                 
2
 Karl Liebknecht, Militarism (New York: B.W. Huebsch, 1917; reprint, Hawaii: University Press of the 
Pacific Honolulu, 2002), 21. 
3
 Ibid., 23. 
4
 Ibid., 33. 
5
 Ibid., 50. 
6
 Ibid., 59. Original emphasis. 
7
 Ibid., 72. 
8
 Ibid., 72-76. 
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military demands, an emphasis on military considerations, spirit, ideals, and scales of 
value, in the life of states.”9 Its English and German usages (after 1864 and 1870, 
respectively) had similar connotations. In this long treatise, Vagts made a distinction 
between military and militarism, and argued for the existence of two brands of 
militarism --civilian and military—as seen below: 
Every war is fought, every army is maintained in a military way and in a 
militaristic way. The distinction is fundamental and fateful. The military 
way is marked by a primary concentration of men and materials on winning 
specific objectives of power with the utmost efficiency, that is, with the least 
expenditure of blood and treasure. It is limited in scope, confined to one 
function, and scientific in its essential qualities. Militarism, in the other 
hand, presents a vast array of customs, interests, prestige, actions, and 
thought associated with armies and wars and yet transcending true military 
purposes. Indeed, militarism is so constituted that it may hamper and defeat 
the purposes of the military way. Its influence is unlimited in scope. It may 
permeate all society and become dominant over all industry and arts. 
Rejecting the scientific character of the military way, militarism displays the 
qualities of caste and cult, authority and belief.10 
 
Vagts differentiated the militaristic way from the military way, and stressed that 
although militarism was related to the military and wars, it was not equal to any one of 
these. He argued that “militarism was more, and sometimes less, than the love of war. It 
covers every system of thinking and valuing and every complex of feelings which rank 
military institutions and ways above the ways of civilian life, carrying military 
mentality and modes of acting and decision into the civilian sphere.”11 It is this 
connection between the mentalities and working modes of the military and the civilian 
sphere that Vagts regarded as the defining aspect of militarism. He also differentiated 
military and civilian militarism, and argued that the prolonged existence of the former 
has been in part guaranteed by the latter.12 Vagts defined civilian militarism as  
the unquestioning embrace of military values, ethos, principles, attitudes; as 
ranking military institutions and considerations above all others in the state; 
as finding the heroic predominantly in military service and action, including 
war --to the preparation of which the nation's main interest and resources 
                                                 
9
 Alfred Vagts, A History of Militarism: Romance and Realities of a Profession (New York: W. W. 
Norton & Co., 1937; reprint, A History of Militarism: Civilian and Military, New York: Meridian Books, 
Inc., 1959), 14 (page citations are to the reprint edition). 
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 Ibid., 13. My emphasis. 
11
 Ibid., 17. My emphasis. 
12
 Ibid., 22. My emphasis. 
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must be dedicated, with the inevitability and goodness of war always 
presumed.13 
 
According to Vagts, militarism was not a modern phenomenon; however, “modern 
militarism” had specific characteristics. The “mass character” of modern militarism was 
related to the introduction of nationalized mass armies at the time of the French 
Revolution. Vagts stressed the militarizing role of conscript armies, and argued that “the 
standing army in peacetime is the greatest of all militaristic institutions.”14 He also 
argued that the beginnings of “militarism of sentiment and conviction as a mass 
phenomenon” can be traced back to the era of Romanticism (the latter part of the 
eighteenth century) when “the glory of romance was being spread over the drab realities 
of war.”15 
In the aftermath of the Second World War, militarism was generally identified 
with reference to particular countries, namely Germany and Japan.16 The specific 
political and social formations of these countries were regarded as standards against 
which other countries are judged to be militaristic or not. As Gillis pointed out, this 
post-war critique of militarism employed evolutionary presuppositions; militarism was 
seen as “something exceptional, archaic, even exogenous to modern society.”17 Howard 
Wilson, a prominent military historian writing in the 1970s, warned us that militarism 
“has become a term of such general illiterate abuse that the scholar must use it with 
care”:  
Here we mean by it simply an acceptance of the values of the military 
subculture as the dominant values of society: a stress on hierarchy and 
subordination in organization, on physical courage and self-sacrifice in 
personal behavior, on the need for heroic leadership in situations of extreme 
stress; all based on an acceptance of the inevitability of armed conflict 
within the states-system and the consequent need to develop the qualities 
necessary to conduct it. By the end of the nineteenth century, European 
society was militarized to a very remarkable degree.18 
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 Ibid., 453.  
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 Ibid., 41. 
15
 Ibid., 17. 
16
 As Hook points out, the forced demilitarization of Germany and Japan in the aftermath of the Second 
World War by the Allied Powers “involved not only legal and political reforms to prevent the military 
from again becoming politically powerful, but also educational reforms to prevent the schools from once 
again inculcating militaristic values in future generations.” Glenn D. Hook, Militarization and 
Demilitarization in Contemporary Japan (London, New York: Routledge, 1996), 16. 
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 John R. Gillis, “Introduction,” in The Militarization of the Western World, ed. John R. Gillis (New 
Brunswick, London: Rutgers University Press, 1989), 3. 
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 Michael Howard, War in European History, 109-110. My emphasis. 
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A new term, militarization, started to be used in the 1970s and 1980s. Although in the 
most cases the terms militarism and militarization were used interchangeably, the latter 
was also used in order to move away with these specific national and chronological 
associations. 
John Gillis, writing in the 1980s, stressed the valuable usages of the concept of 
“militarization” for critical analyses. He regarded militarism as an old value-bounded 
concept which had been defined as “the dominance of the military over civilian 
authority,” or, as “the prevalence of warlike values in a society.” However, what 
actually constituted a warlike society was no longer evident (in fact, according to him, 
the apotheosis of war was not possible in the current era), and “even when there is no 
overt politicization of the military, there is an evident militarization of politics.”19 Gillis 
in fact defined militarization as “the contradictory and tense social process in which 
civil society organizes itself for the production of violence.”20 The concept of 
militarization indeed let us capture the changing relationships between the military and 
the society, as well as the attitudes toward war, and its differentiation from militarism is 
necessary since it refers to a historical process. Gillis’ emphasis on the relation between 
militarization and violence is also important and insightful; however, a unilateral focus 
on militarization at the expense of militarism is problematic, since it deprives the term 
from much of its meaning, and makes it a rather elusive concept. 
Patrick Regan in his insightful study, Organizing Societies for War: The Process 
and the Consequences of Societal Militarization, also employed the term militarization 
instead of militarism. However, he provided the term in connection with “militarism,” 
as well as other terms such as “militarized.” Regan identified militarism as pertaining to 
military-based values and ideals. As his work was based on the premise that “military 
capability is inherently destructive and that the ultimate end-use of military hardware or 
organization is war,” Regan paid specific attention to the phenomenon of war, and 
defined militarization as a process organized around this phenomenon.21 He argued that 
militarization was “the process by which states move from a less-militarized condition 
toward a more-militarized one;” the term militarized referred to a “condition reflecting 
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 Gillis, “Introduction,” 10 
20
 Ibid., 1. My emphasis. 
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 Patrick M. Reagan, Organizing Societies for War: The Process and the Consequences of Societal 
Militarization (Westport, Connecticut, London: Praeger, 1994), 2-3. My emphasis. 
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the extent to which civil society is organized around the preparation for war.” Regan 
further argued that  
In a highly militarized society, a large segment of the general public is 
organized by the elite around the production and preparations necessary to 
maintain (a) continued elite dominance and (b) the ”preeminence” of the 
security sector over the elite apparatus. … They are … socialized to accept 
and participate in its [this organizational structure’s] continuance.22 
 
In forming his arguments, Regan actually utilized Harold Lasswell’s thesis on the 
development of the “garrison state,” and provided an analysis around these factors 
based on the countries such as the UK, the US and Brazil. 
In his 1941 article, Lasswell argued for the growth of garrison states, the modern 
military states dominated by “the specialists in violence.” The increasing influence of 
the military over the civilian sphere of the society was actualized by management of 
symbols, violence, goods and practices.23 Instrumental democracy would be substituted 
by dictatorial practices; only the symbols of “mystic democracy” would remain, and 
continue to be propagated. Drawing upon Lasswell’s insights, the model Regan 
proposed focused specifically on the militarization of societies through the notion of 
“threat,” as well as the manipulation of the “symbols of nationalism” to gain the 
acquiescence of the public.24 Threat, he argued, can be real or imagined; in the 
beginning, there may be an actual threat directed to the viability of a ruling coalition 
and/or society driving military expansion; however, in the latter stages, it is the military 
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 Harold D. Lasswell, “The Garrison State,” American Journal of Sociology 46, no. 4 (1941), 463.  
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expansion that drives the threat. Regan further argued that, the perception of threat is 
strategically manipulated to extract compliance of the public. Although the actual threat 
emanating from the enemies may dissipate within time, the notion of threat will be 
continually emphasized for mobilizing and maintaining mass support. This continuing 
expectation of violence is also organized around the exploitation of the symbols of 
nationalism, and, in some cases, initiation of limited military action.25 
Although Regan’s work provides useful insights with respect to the dynamics of 
the militarization of societies, it is, nevertheless, a gender-blind analysis. As Joan Smith 
has shown applying the conceptual category of gender to the research at hand provides 
us with more thorough analyses.26 Thus the following pages will introduce the insights 
provided on war, militarization and gender by two feminist scholars, Jacklyn Cock and 
Cynthia Enloe. Cock’s work, analyzing the phenomenon of war in South Africa through 
the lens of gender, provides a useful differentiation between military, militarism and 
militarization, as an institution, an ideology, and a social process. According to Cock,  
A distinction should be made between the military as a social institution (a 
set of social relationships organized around war and taking the shape of an 
armed force); militarism as an ideology (the key component of which is an 
acceptance of organized violence as a legitimate solution to conflict); and 
militarization as a social process that involves a mobilization of resources 
for war. These phenomena are closely related. Militarization involves both 
the spread of militarism as an ideology, and an expansion of the power and 
influence of the military as a social institution.27 
 
As seen here, besides presenting the distinctions between military, militarism and 
militarization, Cock, at the same time, underlines their linkages. She specifically 
highlights, similar to Regan, the phenomenon of war as providing the basis of the 
militarization process, and conceptualizes the military and militarism also around this 
basis. Cock also utilizes Michael Mann’s argument that militarism “involves more than 
conscription and the practice of war,” and should rather be defined as “a set of attitudes 
and social practices which regards war and the preparation of war as a normal and 
desirable social activity.”28 Yet she further argues that war is a gendering activity: 
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It [war] both uses and maintains the ideological construction of gender in 
the definitions of 'masculinity' and 'femininity.' Women are widely cast in 
the role of 'the protected' and 'the defended' … Dividing the protector from 
the protected, defender from defended, is crucial to both sexism and 
militarism.29 
 
Cock stresses that “understanding war involves examining the military and its power in 
society” and “understanding that the military involves examining gender relations.”30 In 
line with this argument, she regards the military as an institution which mobilizes 
gender identities, and characterizes militarization as a process utilizing the same 
traditional gender conceptions: men as the protectors and women as the protected. 
Cynthia Enloe, another feminist scholar who has substantially contributed to the 
scholarship on militarism and militarization through her various works analyzing 
mainly the militarization of women’s lives and societies, has also defined militarization 
as a process.31 She argues that militarization, which is itself “a specific sort of 
transforming process,” entails cultural, institutional, ideological, and economic 
transformations.32 Enloe, in defining militarization, places specific emphasis on the 
concept of military: 
Militarization is a step-by step process by which a person or a thing 
gradually comes to be controlled by the military or comes to depend for its 
well-being on militaristic ideas. The more militarization transforms an 
individual or a society, the more that individual or society comes to imagine 
military needs and militaristic presumptions to be not only valuable but also 
normal.33  
 
 In fact, the issues of militarism in and/or militarization of Turkey have generally 
been disregarded in the scholarship on Turkey. Two exceptions at this point are Taha 
Parla’s, and more recently, Ayşe Gül Altınay’s studies.34 While the studies on 
militarism and militarization are largely absent, the role of the military in Turkish 
politics has indeed been widely analyzed both by scholars from Turkey and abroad. 
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These analyses have mainly been conducted within the limits of the liberal paradigm. 
Since they examine the relations between the military and civilian spheres, they have 
concentrated on the military coups and interventions in Turkey, limiting the effect of the 
military in politics to these overt cases.35 Analyses that have focused on the role of the 
military in society utilize a modernist approach, which gives the military the positive 
role of being the modernizing force of the Turkish society.36 
 Parla’s works have focused on the militarization of politics, its legal framework, 
as well as the state structure (through the constitutions of 1961 and 1982). Parla argues 
that militarism in Turkey is an “all-pervasive” one working on the political, 
constitutional/legal, and cultural levels, and into which the public has been socialized 
through “the national education system, the whole political discourse, the press, and 
now the audio-visual media.”37 He also suggests that militarization of the economy is an 
outcome of this all-pervasive militarism, and characterizes the continuing militarization 
of the economy in Turkey as resulting in “mercantile militarism.” Parla traces the 
beginnings of this economic militarization to the foundation of OYAK in the aftermath 
of the 1960 military coup, and argues that it was supported by a “complementary wave” 
of economic militarization with the foundation of TSKGV (Türk Silahlı Kuvvetlerini 
Güçlendirme Vakfı, Foundation for Strengthening the Turkish Armed Forces) in 1987.38 
He argued that mercantile militarism is different, something more than, the military-
industrial complex; it represented an “innovation” in terms of the civil military 
relations. Mercantile militarism was the outcome of “a structural transformation in late 
capitalism taking place in a late-capitalizing country, perhaps revealing better, in this 
semi-peripheral context, the militaristic propensities inherent in capitalism in general.”39 
It depended mainly on “the degree of the feelings of insecurity … on the part of the 
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business elite vis-à-vis other social groups in the society,” and its success was assured 
by an “all-pervasive militarism in the culture not only of the military men but also of the 
civilian ruling classes.”40 Parla also stresses that mercantile militarism in turn 
legitimized and advanced the production of the “cultural-ideological militarism” in 
Turkey. 
 Altınay, in her book The Myth of Military Nation, exposes some of the dynamics 
of militarism and militarization in Turkey through ethnography of military service, 
using gender as a scholarly lens. She provides insights with respect to the intricate 
linkages between militarization, nationalism, the state, and culture, as well as the realms 
of education and military service. Following the lead of the feminist scholarship on war, 
gender, militarization and military service, her study undertakes the deconstruction of 
the “myth of the military-nation,” and shows that it is indeed a product of “a century of 
practices and discourses.”41 This genealogical analysis of the notion of military-nation 
in the Turkish context highlights how the development of a militaristic understanding of 
Turkish citizenship, as one “based on duties and responsibilities to a military-nation 
ha[s]” occurred.42 
The following analysis of the textbooks follows the lead of feminist scholarship on 
war and militarization, yet it at the same time utilizes the insights of the earlier 
scholarship on militarism. This study is built on the differentiation between the military, 
militarism and militarization, respectively, as an institution, a discourse, and a social 
process. It specifically focuses on militarism, signifying it as a discourse that i) involves 
a specific worldview as well as practices, ii)  expresses the inevitability and value of 
war, and iii) exalts the military and its working modes, values and norms. The analysis 
also tries to uncover militarization of the society through educational discourses. It does 
so by defining militarization as a social process through which individuals and societies 
become mobilized around the war effort. This mobilization serves to normalize the 
values, norms, and working modes of the military. The normalization, in turn, results in 
the acquiescence of the society with regard to the power concerns of the military. 
Militarism is considered as a modern and gendered phenomenon, which is intricately 
                                                 
40
 Ibid., 35, and 40, respectively. 
41
 Altınay, The Myth of the Military-Nation, 2. For more a more detailed review of the book and its 
arguments, as well as her other studies on militarism, see Chapter 2 in this study. Altınay’s arguments 
with respect to the notion of military-nation can also be found in the following pages. 
42
 Ibid., 8. 
 225 
related to the rise of the modern state, mass armies, and the development of capitalism. 
It requires a pre-existence of a differentiation between the military and civilian spheres, 
and is based on the blurring and violation of this differentiation. Although the 
introduction of universal conscription and standing mass armies are considered as an 
important element of militarism, signifying the beginnings of the historical 
militarization processes, their existence is not taken as a sufficient factor in the 
continuing militarization of the society, considering the changing nature of international 
political and economic system, and the technologies of war. Glorification of the military 
and military service, the manipulation of the “symbols of nationalism,” and the notion 
of “threat,” as well as the normalization of violence and the exaltation of death through 
education, media and entertainment outlets are regarded as elements in militarization.  
The following analysis deconstructs the discourse of the textbooks in the light of 
these arguments. The primary school textbooks are analyzed to uncover the sustained 
militarization of the society through education. The discourse of militarism has been 
employed in the textbooks mainly through the following themes: 
i. The primacy of war, the cult of defense and military service, 
ii. The glorification of warrior identity as the national character, 
iii. The naturalization of violence and the exaltation of death. 
These themes can be observed in the textbooks used in primary public education 
in Turkey from the 1920s onwards. The textbooks surveyed here are life sciences, 
history and social sciences textbooks, and language readers. From the late 1920s to 
2000s, these authoritative textual educational materials are analyzed along the same 
periods as in the prior chapters: from 1928 to 1948, from 1948 to 1968, from 1968 to 
1981, and from 1981 to 2000.  
 
 
5.1. The Primacy of War, the Cult of Defense and Military Service 
 
 
During the early 1980s, war began to be examined as one of the primary means by 
which the states came to be established, as well as a means for states used in 
consolidating their power within the society. Tilly has argued that “state-making” can 
 226 
be regarded as “organized crime” that requires warfare.43 Giddens and Mann have also 
showed how war, and/or its possibility were used for realizing the centralization of the 
state.44 Most nation-states have been founded by armed struggles if not by total wars. 
War, besides being a tool in state-making, has also been used as a key instrument in 
nation-building.  
War and the mobilization of manpower and resources of societies for warfare as 
key instruments in nation-building can be observed, first and foremost, in the 
Revolutionary Wars of France. The doctrine of patrie en danger brought the notion of 
defense and resulted in mass mobilization as it was coupled with the discourses of 
defending and saving the revolution, its ideals, and the republic. Leveé en masse was 
declared by the revolutionary government of France (1793) in order to protect the 
liberty of the people and the fatherland, and to save the revolution and the new regime 
from external and internal enemies. With the help of these discourses, the ideals of the 
revolution were reflected at the level of the nation. People’s enthusiasm for the 
revolution was directed against the enemies of the new regime within or without France. 
Leveé en masse became a symbol of modern nationhood in France, and war was made 
the business of the people, all who identified themselves as citizen-nationals. As Karl 
von Clausewitz observed at the time with respect to the Revolutionary Wars:  
Suddenly war became the business of the people - a people of thirty million, 
who considered themselves to be citizens… The people became a 
participant in war; instead of governments and armies as heretofore, the full 
weight of the nation was thrown into the balance. The resources and efforts 
now available for use surpassed all conventional limits: nothing now 
impeded the vigor with which war could be waged. 45  
 
This is not to say that there was no reaction to the decree; the stronghold measures 
of the Committee of Public Safety and the fear of punishment were never far in the back 
of people’s minds. Throughout the period, there had been “mass resistance of a 
sustained, endemic character” against military conscription.46 Woloch argues that: 
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[T]he state power marshaled by the revolutionaries of 1789 should in the 
end have achieved its greatest impact with Napoleonic conscription looms 
as the cruelest of ironies. True, military conscription was not a prospect 
entirely alien to the mental universe of 1789, steeped as the revolutionaries 
were in sentimentalized Rousseauism, one of whose causal precepts held 
that citizens should be soldiers and soldier-citizens. Apart from embracing 
the concept of a national guard, however, the constituants in the end rejected 
this view. When the Convention, out of dire necessity, moved in that 
direction with the leveé en masse, it intended this mass mobilization as a 
one-time only, emergency measure.47 
 
Although declared as one time emergency measure, leveé en masse continued to 
be implemented, and the succeeding developments of the Napoleon era created the 
Napoleonic military machine, the nation in arms, where universal military service 
became the norm, and was tied to the emergence and ideals of the republic.48 Napoleon 
transformed this emergency expedient to into a fully bureaucratic and strictly exercised 
conscription. As Woloch states, “the Napoleonic state eventually broke the back of draft 
evasion and rendered it a largely futile response to the state’s inexorable demands.”49 
Napoleon indeed regarded universal military conscription as the top priority of the 
French state; it served as “the ultimate frontier of state building,” and made into the 
cornerstone of the evolving civic order.50 
Yet by the late eighteenth century, Prussia was the sole example of a nation-in-
arms, and taken as a model throughout Europe. It was with the Prussian military men, 
the new military machine, the nation in arms, was perfected.51 It was said that “no 
serious military reform was possible” by mechanically imitating French techniques. 
According to this argument “the army had to consist of serious, intelligent, reliable 
patriots who saw themselves as the defenders of their country and were seen as such by 
the rest of the community.”52 Now the new nature of war was signified, both in practice 
and theory, as defense:  
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Destruction should be the aim in each individual engagement. Defense is 
indeed stronger than attack and thus it is the weapon of the weak; but once 
the defender gains advantage he must revert to the attack.53 
 
Yet, in order for the people to defend, first, the Prussian military reformers were to 
“give the people a fatherland.”54  
This link between war, the modern state, and nation-building, as well as the 
manipulation of the notion of defense and the introduction of the universal male 
conscription army in the context of Turkey can be traced back to the mid-nineteenth 
century. Conscription was then introduced in the Ottoman Empire as a major 
component of the military reforms of the nineteenth century – which were undertaken as 
a part of the Westernization cum modernization attempts focusing on the preservation 
and enhancement of the state. Due to the extensive system of exemptions, the new army 
came to be an army of “sedentary Muslim men.”55 Yet for the sedentary Muslim men 
military service was not popular at all. This was mainly due to the extension of service 
with the prolonged war era, as “some reports speak about conscripts serving for ten 
years and more,” as well as the conditions in the army, such as “payment with worthless 
paper money, undernourishment, lack of medical care, epidemics of typhus, cholera and 
dysentery, bad or non-existent clothing and shoes.”56 Zürcher in his study on the 
foundation of the modern army in the Ottoman Empire argues that these conditions 
were so bad that desertion became commonplace. Men either tried to become a member 
of the exempted groups, or they ran away and hid; “‘Leaving for the mountains’ to stay 
out of the hands of the representatives of the state was a well-established tradition in the 
Ottoman Balkans and Anatolia.”57 
Following the introduction of the conscription army in the late nineteenth century, 
Prussian military men and reformers were invited to the Ottoman Empire as military 
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advisors. Among these Prussian generals Colmar von der Goltz had a special 
importance. Von der Goltz had been on a direct mission in the Empire leading the 
reform movements, and had led advisory missions of the Prussian military to the 
Ottoman Empire for long periods of time (from 1883 to 1895 and from 1909 to 1913). 
He also headed the Ottoman army at Iraq in the First World War.58 His internationally 
acknowledged book, Das Volk in Waffen (1883), was translated into Turkish upon the 
order of Abdulhamid II, and substantially influenced the Young Turks.59 The book 
theorized that the doctrine of nation-in-arms defined wars as inevitable, and intricately 
linked the nation, army and the state. Von der Goltz argued in this book that “wars are 
the fate of mankind, the inevitable destiny of nations.”60 War was now directly related 
to the nations, and it was regarded as a life-and-death struggle for them. He further 
stressed that “War is now an exodus of nations and no longer a mere conflict between 
the armies. All the moral energies will be gathered for a life-and death struggle….”61 
According to this argument, what was important in this historical moment was not the 
art of war or technical advancements in war, but continuous mobilization of the “moral 
energies” of the nationals for the purposes of the state. 
 
 
5.1.1. The 1928-1948 Period: 
 
Mobilizing the physical and moral energies of the people for military causes in 
peacetime required emphasis on nationalism, which was to be coupled with the beliefs 
in the inevitability of wars, as well as the existence of enemies and threat. In the late 
1920s, the textbooks of the new Turkish nation-state were dominated by narratives of 
the War of Independence. This preeminence of war and war narratives continued with 
the formulation of the Turkish History Thesis -- the officially formed historiography of 
the Turkish nation. The thesis, as mentioned earlier, was developed in the early 1930s, 
                                                 
58
 See Hasan Ünder, “Goltz, Milleti Müsellaha ve Kemalizmdeki Spartan Öğeler,” Tarih ve Toplum, no. 
206 (2001), 109-118. 
59
 For the similarities between the ideas of Young Ottomans and von der Goltz, and the latter’s relation to 
pre-totalitarian movements, see Şerif Mardin, Jön Türklerin Siyasi Fikirleri, 216-217.  
60
 Colmar von der Goltz, The Nation in Arms (London, 1906), 470; quoted in Azar Gat, A History of 
Military Thought: From the Enlightenment to the Cold War (Oxford, New York: Oxford University 
Press, 2001), 346.  
61
 Goltz, The Nation in Arms, 463-465; quoted in Gat, A History of Military Thought, 347.  
 230 
and treated Turks as an ethnic group that had originated in Central Asia and migrated all 
around the world, bringing civilization along, and forming victorious states.  
With the introduction of the Turkish History Thesis to the textbooks, from the 
early 1930s onwards, history was defined mainly as an account of wars. In the 
textbooks, war was set in relation to nature and history, and presented as natural and 
unavoidable. History textbooks were founded upon the theme of migrations and their 
mission of spreading civilization. However, migration, besides referring to the 
movement of peoples, was also used throughout these textbooks in relation to war, 
conquering and dominating. As stated in the fourth grade history textbook published in 
1936,  
The children and the youth acquired, as an inheritance, the knowledge of the 
old, and at the same time the longing to settle. For this reason, when they 
found a country where they could settle, they did not hesitate to conquer it, 
and as they conquered it they did not hesitate to fight and make war in order 
not to lose it.62  
 
This historical narrative of the ethnic nation indeed defined civilization through 
military power. This focus was also evident in the history textbooks written for the fifth 
grades of the primary schools.  As can be seen in the history textbook published in 1937 
by the Ministry of Culture, which was used until the mid-1940s with minor revisions, 
wars were presented as the creator forces of history and civilization. Conquering lands 
and people was linked to civilizing them.63 Although the emphasis placed on the War of 
Independence in the textbooks had not declined with the introduction of the History 
Thesis, now the textbooks were also filled with the narratives of the wars of ancestors. 
Between 1928 and 1948, this preeminence of war in the textbooks was coupled 
with a discourse on enemies, pointing to a continuous need for defense. In the previous 
chapters, we have seen that the construction of the national identity in the textbooks 
used in Turkey was also conducted through a self and ‘other’ distinction. The ‘others’ 
apart from providing the role of a “constitutive outside,” were signified as the enemy. 
Here, I will trace the general discourse on enemies, and the need for defense utilized in 
the textbooks, through references to the remembered and/or invented rivalries and 
atrocities, as well as the narratives of wars. In the textbooks of the late 1920s, the 
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existence of enemies was underlined through the narratives of the War of Independence. 
“Turks have no friends, but other Turks,” came to be repeated in textbooks. In a history 
textbook for fourth graders published in 1930, the author used the same wording: “We 
finally understood that Turks have no friends, but other Turks,” and stated this as 
“wisdom” gained through history.64 With the new official account of national history 
defined along the Turkish History Thesis, being surrounded by enemies and being at 
war with the neighbors were naturalized by referring to the ancient Turks, as well as to 
the other periods of Turkish history. For instance, a language reader for fourth grade 
published in 1934 stressed that “Turks were always at war with their neighbors 
[neighboring countries].”65 Another passage entitled “Seas of Turkey,” from a language 
reader for second graders published by the Ministry of Culture in 1935, also exemplifies 
this discourse on enemies:  
In order to keep enemies from entering these vast seas, the Turkish navy 
travels around. … They [Turkish young men] learn to hit the enemy ships 
on the first strike. … Our ancestors were also like them. They traveled into 
the most distant open seas, and raided enemy soils without fear or fatigue.66  
 
This passage is taken from one of the introductory passages (the second) of the 
textbook. It is followed by the passages “Home-Homeland” and “Borders,” the sixth 
and eighth passages, respectively.67 The former passage equates the family house to the 
homeland, and the latter equates the enclosed garden of the house to the borders of the 
nation-state. Both passages focus on keeping the outsiders/foreigners away from the 
homeland. It is also noteworthy that these passages can be found in most of the 
language readers published by the Ministry of Education from 1935 to 1960s.68 
Since the discourse of nationalism was more suitable for defense, the latter was set 
as the main type of military action. Any offensive acts were to be legitimized under 
these parameters. The perception of the inevitability of wars and presentation of Turkey 
and Turks as surrounded by enemies, or at least by potential enemies, from time 
immemorial stressed the necessity of defense. These themes can be encountered, not 
only in the passages and stories related to the War of Independence and the history of 
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the ancient Turks, but in any narration. For instance, in a passage entitled “Ferid’s 
Castle,” from a language reader published in 1934 for first grade primary school 
students, a little boy who built a castle from sand at the beach proudly stated that he had 
done it in order to defend the country against the enemy attacks from the sea.69  
In the textbooks of the new Turkish nation-state, as nationalism was defined along 
the lines of defense, the necessity of a strong military, formed by the very nation itself, 
was explained through the narratives of the War of Independence, and Turks being 
surrounded by enemies throughout history. Universal peacetime compulsory military 
service was legitimized first and foremost through the discourse of defense, and it was 
defined as an obligation for citizen-nationals, and a requirement for the modern nation-
states. In the words of Mustafa Kemal Atatürk, it was the “necessity of our times.”70  In 
a language reader for second graders published in 1935 by the Ministry of Culture, a 
passage entitled “Borders,” depicted soldiers as the guardians, and argued that the 
homeland was protected best by the “steel chests” of “our soldiers.”71 In a language 
reader for fifth grade published in 1934, the passage entitled “Military Service Duty,” 
the following was argued: “They [soldiers] run to wherever they are called, and they do 
not hold back from sacrificing their comfort and tranquility, and if necessary, their lives 
for this duty. …every male citizen is obligated to fulfill the military service duty.”72 
Besides presenting military service as a civic duty and necessity, attempts were 
made to inculcate affinity and love for soldiering. Such attempts are visible in the 
illustration printed in the 1936 fourth grade history textbook (see illustration 1).73 The 
illustration portrays a totally different picture of the Republican army with respect to the 
conscription army of the late Ottoman times. It puts emphasis on the shortened terms of 
service, in comparison to the prolonged service times of the Ottoman conscripts, as well 
as the good and modern conditions in the new army, in comparison to the conditions of 
deprivation that exited during the Ottoman years. The illustration also characterizes the 
army as a school of modernization and patriotism where the conscripts learn to read and 
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write, increase their love of homeland, do sports, attain health, and leave the army 
having obtained a Western outlook (symbolized by a Western style hat, shirt, tie, and 
jacket) -- all of which are presented as the benefits of military service. 
The attempts to inculcate affinity and love for soldiering were further elaborated 
in the language textbooks as can be seen in a poem titled “The Song of the Students,” 
from a language reader for fourth graders published in 1928.” In this poem, the students 
were made to present themselves as the “soldier sons of the Turks.”74 It was argued that, 
as in the language reader for third grade students published in 1929, the children now 
formed the “school battalion.”75 In a poem entitled “Soldier’s Song” from the life 
sciences textbook for first grade students published in 1934, the students identify 
themselves. Each is a “soldier son of a soldier.”76 Another passage in a language reader 
for fifth graders published the same year stated that “Now even the school children are 
getting ready for the military service.”77  
In the readers of these years, soldiering games were also presented to the children. 
In a language reader for first grade primary school students published in 1929, two 
passages introduced soldiering games portraying soldiering as a joyful act.78 In line with 
these, being a scout was highly appreciated, and took the form of early preparation for 
military service. Although there are numerous examples with respect to the scouts, the 
passage titled “Scouts at Camp,” from a language reader for fourth grade published in 
1934, is a rather significant one. In this passage, all the boys in the scout camp see 
themselves in their happy dreams as soldiers training and preparing for war. The next 
day, a general officer comes to their camp for inspection; satisfied with what he sees, he 
applauds the boys as he calls them “the soldiers of the future.”79  
The cult of protection is realized through utilizing patriarchal gender hierarchy 
and strict gender differentiation. On the individual level, the cult signifies the man as 
the protector of the woman. This protection requires defending the woman from 
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violation of her borders (here bodily borders), thus safeguarding her purity.80 Woman is 
deprived of an actor position and objectified, with femininity signified as enfeebling. 
Masculinity is provided with this warrior-protector image, and coupled with man as the 
patriarchal provider of the family. The concept of honor is redefined along these lines. 
This equation is easily reflected to the level of the nation-state through representing the 
family as a microcosm of the nation-state. Men are to protect the homeland, which is 
feminized through imageries and/or metaphors. These can be observed in the language 
readers that were used in public education in Turkey. For instance, the homeland is 
referred to as the mother of the nation, or it is symbolized by a peasant woman, who at 
the same time symbolizes motherly qualities. The following is excerpted from a poem 
entitled “Homeland” in a fifth grade language reader published in 1928: 
One day, if you travel to other places, 
If you feel a strangeness in your heart; 
Like the sibling who is kept away from the mother 
Your little heart aches, this is 
The love of homeland, believe in this word: 
The mother of all of us, it is this homeland.81 
 
In a language textbook for fourth grade published in 1928, the poem entitled 
“Anatolia,” is accompanied by a map of Anatolia with an illustration of a woman placed 
in the middle of the map.82 The poem goes as 
Our nation is born there and grows up there 
That land is to us what a mother’s lap is!83 
 
In another language textbook for fifth grade published in 1934, in a different, but 
similar, poem entitled “Anatolia,” it is again stated that “Our mother’s lap is that 
land.”84 
The gendering of peacetime compulsory military service was deliberately done, 
too, because of the need to re-gender the social order after the war.85 Such re-gendering 
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has “a central significance for stabilizing the entire social order.”86 As the society was 
re-gendered and stabilized, masculinity, citizenship, the state and the military were 
interwoven together. Since military service, the most prime duty of citizenship, has at 
the same time a masculinizing aspect, it could not be fulfilled by women. As it can be 
observed in the soldiering games presented in the textbooks, women were treated, at 
best, as helpmates only.87 Women were instead employed with another duty, 
motherhood, which was in fact not referred as “the prime duty of citizenship.” Women 
were to fulfill the duty of military service indirectly through the care of family and 
children, a role which made them into second class citizens. The significance of women 
was defined in relation to their role in the family and social life. In a passage titled 
“Improvement of the Generation,” from a language reader for fifth grade students 
published in 1929, a mother writes a letter to her daughter, in which she summarizes the 
role of girls in family and social life as raising better future generations:  
As history shows, in a nation, strong and brave soldiers cannot be gained 
only through training the bodies of men. For the improvement of the race, 
first of all, what needs to be trained are the bodies of young girls. The health 
of young girls has utmost importance for their nation. The endurance of the 
next generations is dependent on the endurance of the girls.  ….…when they 
become mothers, with their health or sicknesses, they will become the 
source of power, health or disease for the next generations…88  
 
As seen above, women were again objectified: Their physical health and strength were 
regarded as necessary only for assuring the physical strength of the prospective citizens 
of the Republic, and especially for raising strong, incontestable, ever-victorious 
soldiers.  
As seen here, before the end of the Second World War, militarism, at the 
discursive level in education, had already been set as a component of the Turkish 
nation-building process through the importance placed on the concept of war, and the 
cult of defense, as well as significance placed on the military service, and warrior-
protector citizens. It was not only the civilian-military distinction that was transgressed 
through such processes, but also the distinction between homeland and front was 
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blurred. Everything became a war to fight and win, e.g., the war on ignorance, the war 
on religious revivalism. As stated in the primary school curriculum of 1936 “every 
Turkish child was an unyielding soldier of the Atatürk revolutionary army.”89 Although 
the international developments of the interwar era, such as the growth of fascism and 
one man-one party regimes, had definite effects on the developments in Turkey, it was 
also this blurred distinction that had sustained the ideological ground for the “one-party 
regime” starting in mid-1920s and continuing until the mid-1940s. The era was marked 
by authoritarian politics, which, at times, gained dictatorial overtones, with top-down 
reform pressures, martial law and emergency measures, under the governments of 
RPP.90  
 
 
5.1.2. The 1948-1968 Period: 
 
The period after the Second World War saw the decline of the nation-in-arms 
model, and democracy became the catchword of the day. Yet these did not mark the end 
of the militarization of people, nation-states, and the world. Disguised under the 
discourse of national security, militarism became increasingly part of the system that 
held up the balance of power between the US and the Soviet Union. The developments 
in Turkey after 1945 were also commensurate with these worldwide trends. But they 
also had the mark of country-specific conditions which were, on the one hand, the 
structural consequences of the developments that had occurred in the previous era and, 
on the other, the deliberate and conscious choices of the ruling elite. Although the years 
from mid-1940s onwards in Turkey were characterized by experiments with democracy, 
an end to martial law, and softening of the reformist pressures on the society, the 
militarization of education continued. With the military coup of 1960, the experiments 
with democracy came to a halt. They began once again a year later with the 
institutionalization of military’s tutelage over the political system (mainly with the 
newly formed National Security Council, and the Armed Forces Union), which left it 
prone to future military interventions. In addition, the military’s presence in the 
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economy was guaranteed through the creation of OYAK, which brought the army 
directly into the sphere of business and industry.91 
Even in the aftermath of the Second World War, and the opening up of the 
political system in Turkey, the textbooks used stressed the primacy and the inevitability 
of war, the cult of defense, and the importance and necessity of (male) military service. 
With respect to the history textbooks, the continuing framework of the Turkish History 
Thesis, which emphasized migrations-raids, was one of the elements in the continuing 
militarization of education. The parts allocated to the migrations and concomitant 
conquests were presented as civilizational acts, and not as invasions consisting of killing 
and death. The decrease in the parts directly focusing on the Thesis was 
counterbalanced by the inclusion of the first Islamic states, the dissemination of Islam 
among Turks, and the services of Turks to Islam (as its soldiers), as well as an emphasis 
on the Islamic civilization. The parts focusing on the Ottoman Empire were also 
extended. Yet all these themes were treated within the boundaries of state-making and 
war-making. Although there were various authorized history textbooks, this new 
emphases formed the general line of arguments in all the textbooks published for fourth 
grade students until 1968.92  
However, the fifth grade history textbooks diverged significantly from the ones 
published in the prior period. These textbooks did not stick to the narrative of the 
Turkish History Thesis. Moreover, the number of passages narrating the War of 
Independence, the foundation of the Republic of Turkey, and the Turkish Revolution 
were reduced. Now the foci were the Turkish conquests of Anatolia, the conquests of 
the Ottomans, and the War of Independence. These narratives of wars were concluded 
by the foundation of the Republic of Turkey, followed by the narrative of the Turkish 
Revolution.93 This structure of the fifth grade history textbooks stayed the same until 
the history textbooks were changed into social sciences textbooks with the curriculum 
changes in 1968.  
                                                 
91
 Ahmad, The Making of Modern Turkey, 128, 130. 
92
 See Unat, and Su, Tarih, 4. Sınıf (İstanbul: Milli Eğitim Basımevi, 1950); Niyazi Akşit, and Osman 
Eğilmez, Tarih, Sınıf 4 (İstanbul: Remzi Kitabevi, 1954); Oktay, Yeni Tarih Dersleri 4 (İstanbul Atak 
Yayınevi, 1958); Hilmi Oran, Tarih, 4 (İstanbul: İnkılap Kitabevi, 1954). The first three of these 
textbooks continued to be published until the 1960s with the same framework. 
93
 See Unat, and Su, İlkokullar İçin Tarih Dersleri, 5. Sınıf (İstanbul: Kanaat Yayınları, 1957); Akşit, and 
Eğilmez, Tarih, Sınıf 5 (İstanbul: Remzi Kitabevi, 1954); Oktay, Yeni Tarih Dersleri 5 (İstanbul: Atak 
Yayınevi, 1958); Oran, Tarih, 5 (İstanbul: İnkılap Kitabevi, 1954). The first three of these textbooks 
continued to be published until the late 1968s with the same framework. 
 238 
It is noteworthy that in the primary school curriculum of 1948, the terminology of 
history was summarized with the following words, in the given order: “raid,” “war,” 
“attack,” “siege,” “invade,” “capture,” “to take land,” “to give land,” “to defeat,” “to be 
defeated,” “enslave,” “to make peace,” “to sign an agreement,” “to gain freedom,” “to 
lose freedom,” “to create culture,” “to disseminate culture.”94 War-making was indeed 
regarded as the main element of civilization in the textbooks. Throughout the history 
textbooks, in the parts referring to “life and civilization,” which were placed at the end 
of the sections focusing on specific civilizations, the first major element had always 
been the administration of the state, followed by the army. For instance, in a fourth 
grade history textbook published in 1954, the subject of “Hittite Civilization” was 
introduced through the following questions, which at the same time acted as the outline 
of the subject:  
Hittites: How should the subject be approached?  
A) Anatolia and the first civilizations in Anatolia 
B) The Kingdom of Hittites 
C) The Civilization of Hittites: 1. How was the state administrative 
apparatus of Hittites organized? 2. How many parts there were in the Hittite 
army? ...95  
 
The discourse of defense, now transformed into national security, continued 
militarizing education. The discourse of national security emerged in the aftermath of 
the Second World War was a main concern. The enemy was now defined as 
communism and the Soviet Union; national security, as the premium concern of the 
Cold War era, acknowledged a permanent stage of insecurity due to the continuous 
threat of communism. As defined by the US, this threat was also a threat to peace, 
liberty, and democracy. The US aid to Western Europe during 1946, the Truman 
Doctrine of 1947, and Marshall Plan in 1948 were all steps in the containment of this 
threat of communism. These culminated in the establishment of the North Atlantic 
Treaty Organization (NATO) in 1949, a military alliance formulated against the Soviet 
threat.  
The concept of national security was introduced to Turkey also around this time -- 
as the country became a part of the US axis with the Truman Doctrine in 1947. As 
Lerner and Robinson state, “the American aid program provided a stimulus needed for 
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the revival of the Turkish military corps. With the American military aid came a new 
mission for the Turkish army.”96 They further argue that “The mission of the army is 
[was], of course, providing an efficient force for national defense,” but this necessitated 
a new mission: “modernization of the most substantial and significant sector of the 
population – its young and healthy males from the rural hinterlands.”97 Meanwhile, in 
1952, through the newly founded Joint American Military Mission for Aid to Turkey 
(JAMMAT), the US officer corps became directly involved in the modernization, 
professionalization and rearmament of the army.98 Turkey also became a part of the 
NATO (1952). With accession to the alliance, geopolitics became a significant and 
widely expressed concern in Turkey. National security was now defined as a two-tiered 
issue in relation to the threat of communism: External security was equated to defense, 
whereas the concept of internal security, in the peripheral countries, required protecting 
the state from communist influences.99  
In line with these developments, references to geopolitics became important. As 
well as history, geography was now also treated in the textbooks as a significant 
concern, making people and states act in specific ways. For instance, a fifth grade 
history textbook published in 1954 gave the following as a research topic to the 
students: “Analyze the relationship between Turkish nation being a nation bringing up 
good soldier sons, who are loyal to their homeland, with respect to our history and 
geography.”100 As different from this textbook’s 1947 edition, this research topic was 
added to the end of the section on Turkish army in the new version of the textbook 
published in the 1950s. 
Military service was an important issue as before, and references to military 
service as a civic duty continued to exist. In the primary school curriculum of 1948, 
soldiering was still presented as a requirement of citizenship and modernity, and as 
“the” primary duty of the members of the nation.101 However, defense was specified not 
only as the utmost concern of the nation, but also as the job of the army. What are to be 
defended are both the homeland and the nation. Even though the nation was generically 
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regarded as a masculine entity, when it came to the necessity of defense, it was 
feminized. In a history textbook published in 1947 for fifth graders, and also in its 
revision in 1954, it was stated that “The Turkish nation is aware of its national defense 
duty and ready to make sacrifices in order to fulfill the material needs of the army.” It 
was further argued that with respect to fulfilling this duty, the army depended on the 
nation; and the nation trusted its army.102 As seen here, the nation was to be protected 
by the army, and at the same time was to act as the helpmate of the army. Now the army 
was differentiated from the nation, its professionalization became an important concern; 
such a concern indeed bears the marks of being a part of the NATO alliance. Signified 
as the protector of both the homeland and the nation, the army was now integrated into 
the cult of defense as the masculine protector. 
 
 
5.1.3. The 1968-1981 Period: 
 
The chaotic context of the 1970s was marked by another military intervention in 
1971. This was followed by repressive measures brought to the more liberal constitution 
of 1961, the incorporation of the far right into the politics and government coalitions, as 
well as, political terrorism, and assassinations. During these turbulent years, the 
textbooks continued to highlight the themes of war, enemy, national security and 
defense. The national account of history as constructed upon wars did not change 
although the history textbooks evolved into social sciences textbooks with the 
curriculum changes of 1968.  
A major change from the prior period was the absence of open acknowledgements 
of Turkishness of the first civilizations of the world. Textbooks were now re-written in 
line with the discourses of the Hearth of Intellectuals, embracing the so-called Turkish-
Islamic synthesis. The concern with being the originators of the forerunner civilizations, 
and the forerunner of the Western civilization declined in importance leaving its place 
to the glorification of the Islamic civilization, and services of the Turks to this 
civilization. Turks were presented as its soldiers protecting and diffusing the civilization 
through raids and wars. In fact, this new discourse placed much more emphasis on raids 
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and wars, and paid only lip service to the notion of civilization. Especially with respect 
to the parts on Ottoman history, wars came to define the political. The existence of the 
ghazi tradition in the foundation of the Ottoman state can be related to this 
overemphasis on raids and wars; however, it is far from being sufficient to explain the 
all-encompassing military focus of the history textbooks. Other modifications made to 
the general framework of the history parts of the social sciences textbooks were related 
to the important domestic and international events of the time. These included, for 
example, the shortening and formalization of the narrative about the 1960 military coup 
– or the “revolution of May twenty-seven” as stated in the textbooks. 
References to the military service as a civic duty, and a requirement of modernity 
continued to exist. Yet this time, although military service was still a subject of life 
sciences courses, soldiering games were not encountered in the textbooks. As the 
subject was moved to grade three from grade two with the 1968 curriculum, it became 
much more formalized. Now the duty of military service, its fulfillment, and the army as 
the agent of national defense were explained in detail referring to national security and 
defense.103 
 
 
5.1.4. The 1981-2000 Period: 
 
The textbooks used between 1981 and 2000, bear the marks of the heightened 
nationalism of the prior years, as well as the military coup of 1980, and the concern for 
the containment of the left. In this context, history continued to be considered as an 
account of wars, full of enemies, and defense, still being a main concern, continued 
militarizing education under the discourse of national security. Although the educational 
system, from the early years of nation-state formation in Turkey, taught the students that 
the world was a hostile place, and that they had no friends but the nation, during this 
period, the stress on the discourse on enemies was escalated. A feeling of insecurity was 
deeply implanted in the hearts and minds of the children.  
Women’s citizenship duties were discussed along the same lines in this period. 
Since military service, the prime duty of citizenship, cannot be fulfilled by women, they 
are given another duty – motherhood. Women are supposed to sacrifice themselves 
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readily for children and family, as well as for the homeland and nation. Citizenship 
rights were directly tied to military service, thus making women’s citizenship status 
problematic and only secondary to that of men. No matter how vital women’s services 
were, they were regarded as merely support, and at best as self-sacrifice. This can be 
seen in a passage in the language textbook for fifth grade published in 1984, which 
portray a selfless woman serving the homeland through providing support functions. 
The passage focuses on an imaginary heroine, Elif, who carries ammunition to the 
battlefront during the War of Independence. One night, as Elif is on the road with her 
cart, which she calls “The Cart of Mustafa Kemal,” one of her oxen dies, and as the cart 
stops, other carts pass her by. Not knowing what to do, Elif cries to the dead ox: “Kill 
me! Don’t leave me here on the road!” The solution she found for reaching the front 
was indeed harnessing herself in the place of the dead ox.104 The passage narrates a 
selfless and even dehumanizing sacrifice, and at the same time shows that women are 
expected to take part in the defense effort, acting as helpmates of the military. 
In the textbooks published between 1981 and 2000, the stress on enemy discourse 
escalated especially through the introduction of the “subjects pertaining to Atatürkism” 
into the textbooks. In 1986, a list of subjects, issues, and attributes were signified under 
the title of “subjects pertaining to Atatürkism,” and added as required subjects, first, to 
the curriculum, and then to the textbooks, by a special decision of the Board of 
Education and Discipline and the High Council on Education [Eğitim ve Öğretim 
Yüksek Kurulu], the latter founded in the aftermath of the 1980 military coup. The issue 
of threat was among these newly introduced topic as subject matter for both fourth and 
fifth grade Turkish language and social science courses. The subject of threat, in all 
these courses, was to be taught by focusing on the “sources of threat.” The main reasons 
were signified: the “geopolitical significance of Turkey,” and the other countries’ 
“dislike of a strong Turkey”105 With respect to the fifth grade social sciences course, as 
seen from the fifth grade social sciences textbook published in 1988, the subject of 
threat was incorporated into the first unit entitled “Our Homeland and Its Neighbors.”106 
In this example, the significance of Turkey’s location is emphasized, and the need for 
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“strength, awareness, unity, and solidarity” is stressed in relation to this geopolitical 
significance.107 
National security and defense were linked to “national power,” and the discourse 
on military service transposed into one on “military power.” Among “subjects 
pertaining to Atatürkism,” national power was presented as an important element in the 
“Atatürkist thought.”108 Meanwhile, military power was set as an element of national 
power, and explained by referring not only to the “sacredness of the duty of military 
service,” but also to “the significance and duties of the Turkish Armed Forces.”109 
Besides the continuity between the discourse on military service and military power, the 
formalization of the concept of army, and its primal relation to national power is 
noteworthy here. 
In the 1990s, following the end of the Cold War, the disintegration of the Soviet 
Union, and the escalation of the “low-intensity war” in the south-eastern parts of the 
country, the militarization of education in Turkey intensified. Special significance was 
attributed to the concept of national security and it was redefined along new lines. Now 
the discourse of threat was restructured as “internal and external threats directed to 
Turkey.” National power was again a basic national security concern. It can still be 
observed among the “subjects pertaining to Atatürkism,” which are revised, and re-
introduced into the curriculum and textbooks in 1995.  Military power, presented again 
as one of these subjects, is still defined in relation to the significance and duties of the 
Turkish Armed Forces, and to the sacredness of the duty of military service.110 
As the discourse of threat was restructured in the mid-1990s, the “internal and 
external threats” were not openly stated. They were defined along two categories as the 
“geopolitical significance of Turkey,” and “dislike for strong Turkey.” Yet this time, the 
aims for introducing such a subject to the textbooks were specifically defined and 
clearly stated. The aims for teaching “the subject of internal and external threats 
directed to Turkey” were: “grasping the importance of Turkey’s location in the world,” 
and “becoming aware that the advancement of Turkey is not desired by other states.”111 
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Appropriate behavior with respect to these issues was also presented in detail. The 
students were expected to fulfill these expectations; they had to “think,” “talk,” “act,” 
and “feel” in the ways presented. 
Similar to the 1980s, the subject of “internal and external threats directed to 
Turkey,” was incorporated into the fifth grade social sciences course, under the unit 
“Our World, Our Homeland, and Our Neighbors.” In a fifth grade social sciences 
textbook published in 1997, the subject of internal and external threats is discussed in 
the last two pages of the unit “Our World, Our Homeland, and Our Neighbors”112 In this 
example, besides the emphasis on the geopolitical significance of Turkey’s location, and 
the country’s peace stance, the stress is specifically on the desire of other states, 
including neighboring ones, to keep Turkey from becoming a strong state, and their 
attempt to divide Turkey and expand their own borders. This can be exemplified with 
the following: 
Likewise, today there are states wanting to divide our country. ... Two states 
neighboring us on the east and southeast also have intentions of expanding 
their borders vis-à-vis Turkey. ... In spite of this, our country, by not 
abandoning Atatürk’s principle of “peace in the country, peace in the 
world,” will continue to be a symbol of peace and unity.113 
 
 
 
5.2. The Glorification of the Warrior Identity as the National Character 
 
 
As already discussed in Chapter 3, the introduction of the officially formulated 
Turkish History Thesis to the textbooks in the 1930s actualized a discursive shift. This 
shift crystallized the ethnic elements; ethnic references and themes dominated the 
primary school textbooks. The Turkish History Thesis reconstructed the national self 
along ethno-cultural lines, such that ethnic origins, primordial ancestors, and culture 
became the focus of nationalist discourse of the textbooks. National character was 
largely defined with respect to such ethnic attributes as origins and mythical ancestors 
who were characterized by respect to their warrior virtues, spirit, and glories. This 
exaltation of the warrior identity of the ethnic ancestors was linked to the exaltation of 
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their military virtues, spirit, and glories, which were presented as the natural outcomes 
of this warrior identity. Thus, with this discursive shift, national identity was not only 
reconstructed along ethno-cultural lines, but at the same time defined along military 
virtues, spirit, and glories, leading to the reconstruction of military service as a “cultural 
practice” and the re-imaging of the nation as a “military-nation.” 
Altınay in fact stresses that a crucial argument of the Turkish History Thesis was 
the argument that Turks were a “military nation” by nature. As she also underlines, “the 
making of the myth of the military-nation” coincided with the formation and launching 
of the Turkish History Thesis. Altınay argues that Turkish culture was defined through 
the military, and Turkish masculinity was defined through military service, both of 
which in turn “contributed to the culturalization of military service” in Turkey.114 She 
states that “military service, an obligation set by the nation state for its male citizens, 
was turned into an “invented tradition” that combines the realms of culture and politics 
in the body of the military-nation.”115 As she further argues, while military service has 
became a “sacred institution central to the national order of things,” military nationhood 
evolved into an “authoritative discourse,” both contributing to a unique form of civilian 
militarism in Turkey.116 
Sara Helman argues that a similar process is taking place in Israel. She stresses 
that the construction of military service in terms of a community signified as the 
“community of warriors” has both embodied and shaped “Israeliness.”117 Referring to 
her analysis on the military service as well as various other studies conducted on 
military service in Israel, Helman further argues that 
By instituting military service as the main socio-political mechanism that 
constructs the socio-cultural boundaries of society, the Israeli state has 
turned war and conflict management into a routine, and normalized war into 
the life-cycle of Jewish-Israeli males. Moreover, the Israeli-Jewish national 
self-perception has been defined in light of war and national conflict, and 
the army has become the utter expression of the nation.118  
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5.2.1. The 1928-1948 Period: 
 
The textbooks published in the 1930s, following the introduction of the History 
Thesis into the educational discourse, signified the warrior image as an ethnic 
characteristic. This warrior was also presented as the actor spreading civilization.119 
During these years, raiders and raids became common subjects of poems. The children 
were told that, as stated in a passage from a language reader for fourth grade published 
in 1934, Turks regarded “dying in battle as honor, dying at home as disgraceful.”120 The 
emphasis, which we have seen in the textbooks of the late 1920s, on the War of 
Independence had not declined. Yet now the textbooks were also full of the narratives 
of the wars of ancestors. These narratives added a historical ethnic continuity to the 
warrior identity of Turks. A passage titled “Ancient Turks,” in a fourth grade language 
reader published in 1934, defined the ancestors as the following: “Ancient Turks were a 
nation who loved to make war… who depended on nothing but their swords. … They 
wanted to die in war by giving their life and blood; they considered dying at home a 
disgrace. As they have said: Man is born in the house, dies in battle.”121 Pictures of 
warriors symbolizing the historical ancestors are regularly seen in the history textbooks 
and language readers. For instance, the above-mentioned passage titled “Ancient Turks” 
was accompanied by an illustration of warriors.122 In a third grade language reader 
published in 1935 by the Ministry of Education, the passage about historical ancestors, 
entitled “Turk,” was also accompanied by illustrations of warriors. Although this 
textbook had been subject to revisions, this passage existed in the language readers 
published in the following years.123 In another language reader for fourth grade again 
published in 1935 by the Ministry of Education, the passage entitled “Turkishness” was 
again accompanied by illustrations of warriors.124 The passage can be seen as well in the 
language readers of later, despite the modifications made to the textbooks. (See 
illustrations 2, 3, 4) 
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The warrior spirit was presented as the source of the military virtues of Turks. It 
was stressed that every Turk is a “born” a soldier. Military service was regarded as the 
natural outgrowth of the military virtues and military spirit, and was defined as the basic 
cultural characteristic of Turks. The first articulation of this notion of the soldier spirit 
can be seen in the fourth (the final) volume of the high school history textbook, 
published in 1931, which was indeed the first textbook written under the framework of 
the Turkish History Thesis. In the section entitled “Turkishness and Military Service,” a 
distinction was made between “military training” and “military spirit,” and it was 
argued that although the former can be given in some years, the latter was innate. The 
Turkish nation had this spirit, and perfected it throughout the course of history.125  
In addition to the history textbooks, military service was signified as an ethnic 
attribute in the life sciences textbooks of 1930s as well. In one of the life sciences 
textbooks for fifth grade published in 1934, it was stated that “the Turkish nation is a 
soldier nation by birth.”126 In another life sciences textbook for fourth grade published 
in 1934, it was further argued that, “Even the language Turks used was a short soldierly 
language.”127  Through such arguments the military virtues, values and norms were 
labeled as the defining features of the national self and culture, and military service was 
reconstructed a cultural practice. In line with this reconstruction, the nation-in-arms idea 
of the nineteenth century was “culturalized,” and the Turkish nation was re-imagined as 
a military-nation from the time immemorial. As Enloe stresses: “Conventional wisdom 
undercounts the decisions that are necessary to keep patriarchy alive and to sustain a 
society’s militarization: The common conception is that decisions are driven by 
tradition or culture rather than by deliberate, conscious thought.”128 Although the 
institution of “citizen-army,” based on universal conscription, has usually defined the 
nations in the beginning as “nations-in-arms,” as a result of the strategic choices of the 
ruling elite, a characteristic of contemporary armies was turned into an ethno-cultural 
characteristic.  
However, references to the military service as a civic duty existed in the textbooks 
of these years side by side with arguments about military service being an ethno-cultural 
practice, and were utilized this time to strengthen the discourse on military-nation. This 
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duality towards military service can also be observed in the primary school curriculum 
of 1936, where soldiering was presented both as a duty of citizenship, and as the basic 
character of the Turkish nation. The program, however, in the explanations given with 
respect to the history courses, specifically emphasized soldiering as the first and 
foremost accomplishment of Turks throughout history.129 
All these references complicated the situation of women. Were they still members 
of the nation which was now being defined in the image of the warrior? Did they 
embody the soldierly virtues and spirit with the rest of the nation? As discussed in the 
previous section, women were supposed to fulfill the primary citizenship duty of 
military service indirectly through family and children. The discourse of military-nation 
was used to naturalize women’s relationship to military service, which indeed consisted 
of the indirect fulfillment of this citizenship duty, and defined along the lines of bearing 
soldier sons, making sacrifices, unifying the nation-state, serving the soldiers. Through 
this naturalization of their roles, they were denied real membership in the nation. In fact, 
women are never seen in the illustrations of the “nation” accompanying the passages 
about ancient Turks, while male warriors are the most common figures in these 
illustrations. Women were either treated as absent from the history of the ancient Turks 
and the nation, or, as in the history textbooks, they were debunked to a small paragraph 
at the end of the sections related to “social life.” 
 
 
5.2.2. The 1948-1968 Period: 
 
Between 1948 and 1968, the theme of Turks being born soldiers continued to be 
emphasized. The main characteristic of the nation was underlined as being a military-
nation, and a discourse on the military virtues of ethnic Turks was largely utilized. Yet 
these arguments existed side by side with arguments on democracy and peace. Despite 
an emphasis on peace, liberty and democracy in the textbooks, the citizens were 
encouraged to be submissive to the homeland, nation, and the state, and such 
submissiveness was considered cultural uniqueness.  
Raids and Turkish warriors, as the main element of nation’s history and glory, 
were the subjects of all textbooks. Stories and poems about raids and warriors, together 
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with the pictures of warriors identified as the historical ancestors, were regularly seen in 
the language readers. For instance, first printed in a third grade language reader 
published in 1935 by the Ministry of Education, the passage entitled “Turk,” 
accompanied by the illustrations of warriors, can also be seen in the third grade 
language reader published in 1952.130 A similar passage entitled “Turks,” in a language 
reader for fourth grade published in 1956 by the Ministry of Education, was again 
accompanied by an illustration of warriors.131 One of the poems in a fifth grade 
language reader published in 1956 by the Ministry of Education, and which was also 
used in the 1960s, indeed posed the following question: “Who are we?” Then answered 
it: “the Turk who raids towards the heavenly light.”132 (See illustrations 5, 6) 
The warrior spirit was an extension of warrior virtues, and identified the national 
ancestors. The same fifth grade language reader published in 1956 had an excerpt from 
a famous poem “Raiders” exemplifying this spirit:  
A thousand horsemen, we were joyful as children,  
A thousand horsemen, that day we defeated an army as grand as a 
mountain.133   
 
The poem was also accompanied by an illustration of warriors/raiders (see illustration 
7). Another poem from the same textbook titled “Going to Raid/Battle” further defined 
this spirit: 
My chest, and substance is full of fire, 
…….. 
My love of nation is in my essence. 
 
The poet also added that a Turkish child, with such characteristics, cannot stay at home, 
but indeed goes to battle.134 
As well as warrior identity, soldiering was still considered an ethnic attribute. This 
continuation is exemplified in a poem in the life sciences textbook for third graders 
published in 1953. The student was still made to identify himself as “the soldier son 
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who glorifies history.” 135 Glorifying war-making kept the idea of  
military-nation alive. The curriculum of 1948, like the prior one, still stated soldiering 
as the first and foremost accomplishment of Turks. According to the program, history 
classes were indeed supposed to “inculcate in children how Turks had been the 
forerunner to other nations in areas of military service, administration, law, medicine 
and science.”136 In the wording of a history textbook for fourth grade published in 1954, 
also used in the 1960s, “Turks are first of all a military-nation.”137 That Turks are the 
best soldiers in the world was regarded as a cultural fact, defined by both history and 
geography. This relationship between “Turkish nation being a nation bringing up good 
soldier sons” and history, as well as geography, was stated in the end of a section on 
Turkish army in another history textbook for fifth grade published in the same year.138  
 
 
5.2.3. The 1968-1981 Period: 
 
Between 1968 and 1981, despite the curriculum changes made in 1968, the themes 
and arguments that were used in the textbooks were similar to the previous period. The 
aim of the social sciences courses, as stated in the new primary school curriculum 1968, 
was similar to the aim of the history courses presented in the 1948 curriculum: “…the 
teacher, taking advantage of every chance, should state the role Turks had played in 
history, should show that they had been examples to other nations in areas of military 
service, administration, law, medicine and science.”139 The line of reasoning attaining 
military service primacy in the historical achievements of the nation continued to rule 
throughout this period. 
 “Turks are the best soldiers” was regarded an ethno-cultural fact. In a life 
sciences textbook for third grade published in 1974, the following questions were asked: 
“Why do Turks love soldiering so much?,” and “Why do we, as a nation, give so much 
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significance to military service?” The same textbook then stated that “There is no one in 
the world, who knows and does this duty [military service], better than Turks.”140 Turks 
were regarded as born soldiers, while raiders were still highly valued as historical 
ancestors; the nation continued to be identified as a military-nation, This imagined 
military national identity was indeed reinforced with the Turkish-Islamic synthesis of 
the 1970s, which not only emphasized the continuity of warrior virtues and warrior 
spirit through history, but also coupled these with the Islamic cultural motifs. 
 
 
5.2.4. The 1981-2000 Period: 
 
The modifications made after 1980 did not change the argument about the role 
Turks had played in history -- being the forerunner to other nations in the area of 
military service, and in fact reinforced the emphasis on the military.141 While Turks 
were regarded as being born as soldiers, the nation was identified as a military-nation. 
In 1986, “subjects pertaining to Atatürkism” were introduced into the curriculum and 
the textbooks. Among these subjects, the one titled “Elements of National Power in 
Atatürkist Thought” referred to military power among the main components of national 
power. Military power was explained by referring both to “the significance and duties 
of the Turkish Armed Forces,” and also to the “sacredness of the duty of military 
service,” meanwhile the latter was specified with a single sub-entry: “The attribute of 
the Turkish nation being soldiers by birth.”142 
The “subjects pertaining to Atatürkism” were in fact the focus of education until 
the mid-1990s. In 1995, they were replaced with new ones, and even though the 
subjects did not change significantly, they were now defined in a much more detailed 
way. The “Elements of National Power in Atatürkist Thought” was still observed 
among these subjects. “Military power,” presented again as one of these elements, was 
defined in relation to the significance and duties of the Turkish Armed Forces, the 
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sacredness of the duty of military service, and the attribute of the Turkish nation being 
soldiers by birth.143  
 
 
5.3. The Naturalization of Violence and the Exaltation of Death 
 
 
Through the processes defined above, warring and military might became primary 
factors in the creation of the cult of protection and defense. Warrior virtues, such as 
readiness and ability to fight, physical strength, endurance, courage, heroism were 
signified as highly valuable, equated to manliness, and constructed as ethno-cultural 
attributes. In addition to warrior virtues, self-sacrifice in the name of the nation and 
homeland was also exalted, and martyrdom was presented to children as the highest 
eternal status one could ever reach. As Yael Tamir argues the “finite human experience” 
is shifted “from the sphere of the mundane and contingent to the realm of the eternal” 
through the discourses of nationalism.144 The “symbols of nationalism” were used in the 
textbooks to realize the effective working of the cult of defense through naturalizing 
violence, and extolling dying and killing. Death was glorified in this context “in an 
attempt to counter the fear of the moment of death itself,” with a view to mobilize the 
society around the war effort and military causes.145 
 
 
5.3.1. The 1928-1948 Period: 
 
In the textbooks published between 1928 and 1948, worked to naturalize violence 
in relation to protection and defense, and killing and dying in the name of the nation 
were exalted. As exemplified in the words of a language textbook author, published in 
1934 for fifth grade students, “in order to understand the survival might of Turks what 
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is necessary is to look at the number of Turkish heroes who died in war.”146 In 
numerous reading passages, in the language textbooks, boys were presented as 
sacrificing their bodies and lives in defense of the nation and homeland.147 In these 
stories, war and death, set in relation to homeland and nation, were sanctified. In a 
history textbook for fourth graders published in 1936 by the Ministry of Culture, 
“Die[ing] in combat in order to protect the homeland” was indeed linked to “being 
useful for the homeland.”148 
Blood and shedding of blood became frequently used imageries. For instance, a 
poem published in the 1941 language reader for fifth grade students, stated that the flag 
took its color from “the real blood of the Turkish son.” It continued by sanctifying 
death, and presenting martyrdom as a lyric act: “I’ll die, shed blood.”149 This textbook 
was used until 1955 with minor revisions. A similar poem from the 1928 fifth grade 
language reader, also referred in the previous chapters, stated that “With the blood of 
the martyrs / Red is the territory of homeland.”150 In another language reader for fourth 
grade students, published in 1935 by the Ministry of Education, protection, death and 
shedding of blood were inextricably interlinked: “In order to protect the existence and 
well-being of the state, each Turk sheds his blood and gives his life.”151 The passage, 
despite the modification made in the textbook, continued to appear until 1955. 
Death was exalted through such imagery, and the land was presented as the 
homeland of martyrs. In addition, violence was naturalized through texts such as the 
poem titled “Victory.” This poem printed in a fifth grade language reader, published by 
the Ministry of Education in 1935, put forward the following as a sign of victory: “We 
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wiped off the rust on our swords with the blood of the enemy.”152 The same textbook, 
which was used until 1955 with minor revisions, contained the same poem.153  
 
 
5.3.2. The 1948-1968 Period: 
 
The period after the Second World War saw the worldwide decline of the nation-
in-arms model and democracy and peace became the words of the day. In Turkey, 
where they became rhetorically valued concepts, the transition to multi-party politics 
was made. However, the discourse on defense of the homeland, state and flag, and slef-
sacrifice on their behalf had already become a hegemonic one. The Turkish flag, as can 
be seen in a language reader published by the Ministry of Education in 1955, continued 
to be related to sacrificing lives and shedding blood.154 Sacrificing bodies and lives in 
defense of homeland, nation, state and flag were demanded from the children. 
Martyrdom was glorified. A life sciences reader for second grade published in 1959 
presented to the students the lists titled “Do you do these?” The following statement can 
be observed among the listed issues: “I will willingly give my life.”155 As exemplified 
in a poem from a life sciences textbook for third grade students published in 1953, 
soldiering was signified as “glorifying the history.” The poem further added: “No death 
can scare me.”156 This exaltation of killing and dying in the name of the nation can also 
be seen in the passages printed in the language reader for third grade students published 
by the Ministry of Education in 1952: “Turk does not hesitate to give his life to 
exterminate the ones who look at his land with an evil eye.”157 In this example, 
martyrdom and killing with reference to the symbols of nationalism were in fact 
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culturalized. This passage first occurred in 1935 version of the reader, and despite the 
modifications made in the textbook, continued to exist until the 1960s.158  
Between 1948 and 1968, textbooks were full of reading passages made up of 
graphical definitions of battles. In some textbooks, such as the life sciences textbook for 
third grade published in 1953, the students were even asked to make pictures of these 
battle scenes.159 Dying and killing in war were also justified. As it was stated in a 
reading passage from a language reader for fifth grade published in 1956 by the 
Ministry of Education: 
Turks made the others fall, but they themselves have never fallen. They 
knew how to kill and die when they were fighting. Outside the war and in 
their country they were never murderers. The hand of Turk, which uses the 
sword with extensive skill, is also skillful in healing the wounds of the 
people it has defeated.160  
 
However, this was not the same in the case of the enemy. Violence was perceived as 
caused only by the enemy. For example, in a teacher’s guide book published in 1952 for 
life sciences grade one, the teacher was advised to tell the students the following: “The 
enemies ... killed the babies by hanging them on the bayonets. They cut down the older 
ones.”161  
As the primary school curriculum of 1948 presented soldiering as a required 
subject for life sciences courses at grade two, the subject involved soldiering games, 
stories about soldiers in war, and presentation of artillery and military hierarchies.162 As 
it can be observed in the life sciences textbook for second grade students published in 
1959, walking drills, “imitating walking as a soldier,” “imitating horse riding, gun 
firing,” and “lying down to spy on the enemy” were all presented as physical education 
exercises for the children.163 The education system was organized to inculcate not only 
affinity to military service and to provide affirmative ideas and feelings for the military, 
such as love and trust for the army, but also to make the minds and the bodies conform 
to the working modes of armies. 
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5.3.3. The 1968-1981 Period: 
 
Between 1968 and 1981, despite the changes in the primary school curriculum in 
1968, war and death, set in relation to homeland, nation and flag, continued to be 
sanctified. It was argued that “For the homeland, nation, flag and rights, Turk knows 
how to die willingly and without hesitating.”164 In the textbooks, the symbols of 
nationalism were inextricably linked to death. For instance, flag was represented as 
“painted by the blood of martyrs.”165 This statement, sanctifying death through using 
the imagery of blood and linking it to the flag, can also be observed in the previous 
period, and it continued to exist in the new language readers that were published until 
1980. The glorification of death through the imagery of blood can also be seen in 
various other textbooks, such as the fourth grade social sciences textbook published in 
1978. It was argued in this textbook that “Our ancestors and brothers, in order to save 
our existence and honor, fought side by side, shed their blood, and did not withhold 
from sacrificing their lives.”166 This argument presented self-sacrifice and martyrdom to 
the children as desirable actions, but as actions which they owe their present lives. 
As death was sanctified through such imagery, violence was normalized through 
others. For instance, the poem entitled “Victory,” defining war as wiping off the rust on 
the swords (of the victorious) by the blood of the enemy, first printed in a fifth grade 
language reader published in 1935 by the Ministry of Education, can be found in the 
language readers published until 1980 under different titles.167 In fact, textbooks were 
still full of reading passages consisting of graphical definitions of battles. In some 
textbooks, such as a life sciences textbook published for third grade students in 1974, 
the children were even asked to make pictures of military artillery.168 
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5.3.4. The 1981-2000 Period: 
 
Between 1981 and 2000, the textbooks used in education in Turkey, similar to the 
former periods, contained texts and illustrations which served to naturalize violence, 
and exalt killing and dying in relation to the symbols of nationalism (the homeland, 
nation and flag). In this period, militarization of education continued, and even 
escalated with the introduction of the subjects, issues, and attributes that were signified, 
and gathered together under the title of “subjects pertaining to Atatürkism.” These 
subjects were added, in 1986, as required subjects to the textbooks and with their 
introduction “control of the unnecessary power of mercy” came to be presented as one 
of the attributes of Atatürk. This newly introduced virtue was another step in 
naturalizing violence. It further legitimized recourse to violence through outlawing 
compassion.  
This new attribute –“control of the unnecessary power of mercy”-- was 
incorporated into the program of language classes, where it was defined as one of the 
behaviors that the students should gain through education.169 It was also incorporated 
into the life sciences courses and textbooks – into the parts concerned with the 
foundation of the Republic and Atatürk—and taught to the children as one of the virtues 
of the founder of the Republic.170 For instance, in a life sciences textbook for third grade 
published in 1991 by the Ministry of Education, under the unit entitled 
“Commemoration of the Proclamation of the Republic, and Atatürk,” the subtitle of 
“Atatürkism” consisted of a list of the characteristics of Atatürk, which actually 
contained only four entries. One of these entries was the following: 
Control of the unnecessary power of mercy: Atatürk was firm and 
authoritarian in his outward appearance. His orders were strict. He had a 
merciful heart under this tough appearance. He felt pity for the weak and the 
poor, and helped them. Yet he knew how to control his feeling of 
compassion. He put the nation’s interest into the first place. He forgave the 
ones who tried to kill him, but not the ones who harmed the nation.171 
 
The “subjects pertaining to Atatürkism” was revised in 1995, and new ones were 
introduced to the curricula and textbooks. In these revised entries, this attribute of 
                                                 
169
 T. C. Milli Eğitim Gençlik ve Spor Bakanlığı, İlkokul Programı, 216 
170
 Ibid., 145. 
171
 T. C. Milli Eğitim Bakanlığı, Hayat Bilgisi İlkokul 3, 71. For the original text see appendix. 
 258 
“control of the unnecessary power of mercy” was not presented as one of the attributes 
of the founder of the Republic, Atatürk, and was no longer signified as one of the 
virtues that the students should gain through education. 
 
 
5.4. Conclusion 
 
 
War mobilization and war making, universal (male) compulsory military service 
and reconstructed war narratives have been key instruments in state-making and nation-
building. The formation of the Turkey as a nation-state was also structured and limited 
along these lines. The above analysis tried to provide insights into the militarized 
dimension of the nation-building process in Turkey, and the engineering of a militarized 
national self to complement the nationalization and modernization processes. The 
deliberate educational choices and actions of the ruling elite, as seen here, have been 
significant in solidifying and intensifying the links between these processes. Although 
the linkages between these processes are hardly exceptional to the Turkish case, they 
have specific characteristics, and have led to some unique outcomes. These include the 
persistent imagining of the nation as the military-nation with warrior-protector citizens, 
and constructing military service as a cultural practice, as well as the perpetual 
transgressing of the line between the civilian and military spheres.  
Throughout education in Turkey, the land, nation, and state are presented as 
absolute goods and truths; people are asked to accept sacrificing their lives to defend 
these causes. The borderlines of the new order were delineated over women, and men 
were set as the protectors and guardians of this new order and its borders. Warring for 
the viability of the homeland, nation, and state was demanded from men, and it was 
legitimized through the discourse of defense. As defense was equated to warring, in a 
world where wars were regarded inevitable, defense of the homeland and the nation 
through the use of coercive practices, armed struggle, and/or fighting became crucial 
and imperative. However, defense, in the textbooks published after the Second World 
War, was specified not only as the utmost concern of the citizens, but also as the job of 
the army. The army signified as both being formed by and as different from the nation. 
Its professionalization became an important concern, and it was integrated into the cult 
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of defense as the masculine protector, signified as the protector of both the homeland 
and the nation. 
Military service, in the textbooks, was presented as the primary citizenship duty, 
and the necessity of the modern times. In addition, it was also regarded as a duty the 
fulfillment of which signified “becoming a man,” and a cultural practice signaling true 
membership to the nation. The true Republican boy was the one who follows this path. 
The gendering of compulsory military service was deliberately done because of the 
need to re-gender the social order of the new nation-state. Through the practice of 
military service, and the meanings attached to it, masculinity, citizenship, the state and 
the military were interwoven together, making women’s citizenship status problematic 
and secondary to that of men. No matter how vital women’s services were, they were 
regarded as merely support, and at best as self-sacrifice. 
The militarization of education was sustained in the textbooks in Turkey mainly 
through treating war as a constant in life, reducing history to a narrative of wars, 
constructing the cult of national security and defense through utilizing the discourse on 
enemies and the notion of threat, as well as naturalizing violence together with 
exaltation of dying and killing in the name of the nation and homeland. In addition, the 
warrior virtues and the warrior spirit were made into the main ethno-cultural attributes 
of the Turkish nation. This construct was introduced to the textbooks in the 1930s with 
the Turkish History Thesis, and led to re-imagining of the nation as the military nation. 
The discourse of military-nation was used to naturalize women’s relationship to military 
service, which consisted of the indirect fulfillment of this citizenship duty, and defined 
along the lines of bearing soldier sons, making sacrifices, unifying the nation-state, and 
serving the soldiers. This imagined military national identity was reinforced with the 
Turkish-Islamic synthesis of the 1970s, and continued to be highlighted thereafter. The 
synthesis emphasized the continuity of warrior virtues and warrior spirit through 
history, and also coupled it with the Islamic cultural motifs. 
These discourses led to the militarization of education, and created a constant 
feeling of fear and insecurity, culminating in increased violence, and permanent 
mobilization of society. They also resulted in the differentiation between the civilian 
and military spheres to become problematic. When coupled with the representation of 
the land, nation, and state as absolute goods and truths, these discourses ended up in 
creating militarized citizen-nationals. As the links between militarism, nation and state 
were sustained and legitimized through education, this caused militarism’s linkage to 
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the two dominant paradigms of the Turkish nation-state, nationalism and modernization, 
to solidify. 
 
 
5.5. Illustrations to Chapter 5 
 
 
 
Illustration 1: T. C. Kültür Bakanlığı, Tarih, 4. Sınıf (İstanbul: Devlet Basımevi, 1936), 
19. 
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Illustration 2, “Ancient Turks”: Çığıraçan, Hayat Bilgisine Göre Resimli İlk Kıraat, 
Sınıf 4 (İstanbul: Türk Kitapçılığı Limitet Şirketi, 1934-1935), 168.  
 
 
 
 
 
Illustration 3, “Turk”: T. C. Kültür Bakanlığı, Okuma Kitabı, Üçüncü Sınıf (İstanbul: 
Devlet Basımevi, 1935), 44 
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Illustration 4, “Turkishness”: T. C. Kültür Bakanlığı, Okuma Kitabı, Dördüncü Sınıf 
(İstanbul: Devlet Basımevi, 1935), 96. 
 
 
 
 
 
 
Illustration 5, “Turk”: T. C. Milli Eğitim Bakanlığı, Okuma Kitabı, Üçüncü Sınıf 
(İstanbul: Milli Eğitim Basımevi, 1952), 35 
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Illustration 6, “Turks”: T. C. Maarif Vekaleti, Yeni Okuma Kitabı, Dördüncü Sınıf, 1st 
ed. (İstanbul: Maarif Basımevi, 1956), 52. 
 
 
 
 
 
 
Illustration 7: T. C. Maarif Vekaleti, Yeni Okuma Kitabı, Beşinci Sınıf, 1st ed. (İstanbul: 
Maarif Basımevi, 1956), 28. 
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CONCLUSION 
 
 
 
 
 In this dissertation, the main aspects of and the changes in the national self that 
have been imagined and tried to be formed through public mass education in Turkey are 
examined through their reflections in primary school textbooks used from 1928 to 2000. 
This study on textbooks, the major carriers of discourses defining the locus of public 
education, provides answers to the question regarding the frameworks in which the 
identities of the people in Turkey tried to be (re)formulated. The analysis concentrates 
on three main discourses: nationalism, modernization and militarism. It reveals their 
specific and interlinked utilization in the imaginings of the national self, and shows that 
they have delimited the imaginings and set the boundaries of the national self in specific 
ways.  
The analysis of the textbooks used in Turkey from 1928 to 2000 with respect to 
the discourses of nationalism highlights, by utilizing both the elements of civic and 
ethnic nationalisms, the multidimensional imaginings of the Turkish national identity. 
The textbooks of the late 1920s emphasized territory as one of the main signifiers of the 
nation. Other signifiers included, for example, Republican morality and duties. The 
attempts to shape national identity as a territorial identity led to a conception of 
nationhood that was structured along awareness of, love for, and indebtedness to the 
territory of the new state. The textbooks frequently linked geography to Turkishness and 
tried to inculcate geographical awareness and love of the land. The narratives of the 
War of Independence were utilized to instill an historical awareness with respect to the 
territory in question. Through these narratives, it was frequently emphasized that many 
people had died creating and protecting the territorial borders of the new state -- the 
homeland. These ongoing emphases on self-sacrifices made all the living, and all who 
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would be born indebted to the martyrs, and thus to the homeland. Each and every citizen 
was supposed to show his/her love and gratefulness by acting obediently and doing 
whatever was asked from him/her in the name of the homeland. 
In the textbooks of the late 1920s, the national self was constructed as exhibiting 
the Republican morality, which was indeed the culmination of the national character, as 
well as wholehearted performance of the duties laid out. Republican morality was 
constructed as a framework for action and behavior, and was defined according to the 
needs of the secular Republic. The set of behavior that defined the Republican morality 
were being hardworking, well-mannered, docile, obedient, trustworthy, brave, heroic, 
and self-sacrificing, which were,  at the same time, presented as national character traits. 
Exhibiting bravery, heroism and self-sacrifice were particularly stressed as role models 
through the narratives of the War of Independence. 
Serving the homeland was represented as the duty of every national in the 
textbooks of these years. The biggest service to the homeland was defined as military 
service, while the others included internalizing a protestant work ethic and paying taxes. 
Duties were not linked to rights but to the feelings of love and indebtedness. Women 
were not allowed to fulfill the most fundamental duty of citizenship, and were, hence, 
transformed into second-class citizens. Men were regarded as the true bearers of 
nationhood and citizenship. Not being able to perform military service, but being still 
indebted with the duty of protecting the geographical territory of the state (and thus 
protecting national identity), resulted in a differentiation of women’s status as citizens 
and nationals.  
The textbooks of the late 1920s were not without ethno-cultural references. The 
ethnic references existed in the textbooks of the late 1920s together with civic ones. 
Although sparingly used, racial ideas, in the form of racial purity and eugenics, were 
also evident in the textbooks of these years. The ethnic axis of the nationalist discourse 
and identity was solidified in the mid-1930s through a discursive shift that was 
maintained by the official introduction of the Turkish History Thesis in the textbooks. 
Focusing specifically on origins and ancestors, this ethnic axis continued to be 
particularly emphasized until the mid-1940s.  
The Turkish History Thesis reconstructed the national self along ethno-cultural 
lines, such that ethnic origins, primordial ancestors, and culture became the focus of 
nationalist discourse of the textbooks. A mythical motherland (the prehistoric Central 
Asia) was invented. In the textbooks of the mid-1930s and early-1940s, the Turkish 
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nation was signified as “the” primordial and greatest nation of the world, migrating to 
different parts of the world, bringing civilization along. It was argued that these waves 
of migrations, followed by occupations and the subsequent settlements, continued 
throughout the history resulting in the dissolution of the existing states, and in the 
formation of new ones by the migrating ethnic Turkish groups. The geographical 
territory of the new state was also invented as ethnically Turkish from time 
immemorial; thus all the different identities that had existed and/or still existing in these 
lands were disguised. There were two options left for the people who would claim 
otherwise (that they are not ethnically Turkish): either they had forgotten their 
Turkishness and had a false consciousness, or they were foreign elements. While the 
first one comprised the Muslims living on the land, the latter referred to the non-
Muslims, the official minorities. 
The textbooks of the mid-1930s and early-1940s still signified the fundamental 
duty of nationals as protecting the territory of the state. Sacrificing lives to protecting 
the homeland was again a highlighted theme, but this time also with reference to 
primordial ancestors. The citizens were indebted with the duty of military service, 
which was now set as the major aspect of the ethnic character. A linkage was also 
provided between homeland, patriotism and working. In the textbooks published in the 
mid-1930s and early-1940s, national character continued to be defined with the 
Republican morality. However, more often than not, national character was defined 
with respect to ethnic attributes such as origins and mythical ancestors.  
The textbooks used in the aftermath of the Second World War placed less 
emphasis on ethnic elements in the imaginings of the national self. Although the basis 
and rationale of the History Thesis continued to structure the textbooks, its most 
extreme claims, such as the ones pertaining to race, were dropped from the late 1940s 
onwards. The Turkishness of the forerunner civilizations of the world was not stressed 
as it had been in previous years. However, the narratives on the origins, the myths of 
ancestors, and the emphases on language and national character (the latter defined with 
respect to ancestors) still filled the textbooks. The Ottoman, as well as Islamic past, was 
restored. In addition, the Aegean, Greek, and Roman civilizations gained importance. 
However, the historiography of the immediate past (the narrative of the late-Ottoman 
times) was not challenged. The civic elements co-existed in the textbooks with the 
ethnic ones; Republican morality and duties, with military service being the prime one, 
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were signified. The geographical territory of the new state was still constructed as 
ethnically Turkish from time immemorial. 
Over the next few years, the textbooks dropped the framework of the Turkish 
History Thesis, and adopted the Turkish-Islamic Synthesis, the latter glorifying the 
Islamic civilization and emphasizing the Muslim character of Turkishness. However, 
this change, which occurred in the late 1970s, did not lead to a decline in the emphasis 
on ethnicity, but instead introduced a new religious-ethnic rewriting of history. The 
Turkification of Anatolia back in the eleventh century and its concomitant conversion to 
Islam were now specifically signified. The emphasis on the ethnic axis of national 
identity gained momentum again in the late 1970s, with the formulation of this so-called 
synthesis. 
The textbooks published in the 1970s and after defined and presented national 
character in the form of lists. These imaginings of the national self were not blueprints 
or mind maps to be inculcated, but strict schemes to abide by, systematized as practical 
programs for national restoration. The necessary fulfillment of duties was signified as a 
part of the national character. The emphasis on the territory, and on love and 
indebtedness towards it, continued to be important themes, too. Sacrificing lives in the 
protection of the homeland, nation and its symbols was again presented as a defining 
feature of Turkishness. The homeland was still defined as the land of martyrs. The 
importance of a shared culture was emphasized, and together with it, the emphases on 
tradition, custom, and religion (read here as Islam) increased. The discourse on progress 
was replaced with development, which was defined mainly in terms of economic 
wealth. The existence of shared ideals, which were defined as freedom, independence 
and development, were strongly underlined. Attainment of wealth and national security 
was linked to these ideals. These civic and ethnic elements were defined as the “ties 
connecting Turks.”  
In the textbooks of the 1990s, although the civic elements still prevailed, the 
ethnic emphases were strengthened. Specific emphasis was placed on conceptualizing 
territory by focusing on the notion of unity. The textbooks stressed the “inseparable 
unity of the Turkish homeland and the Turkish nation.” This stress on unity was coupled 
with an increased emphasis on Turkishness. The existence of an ethnic Turkish base 
was stressed in the textbooks and underlined as the basis for the state. The nation was 
defined in terms of this base, signifying the ethnic axis of the national identity as its 
defining component. 
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Besides a general conception of enemies, which dominated all the textbooks used 
from 1928 to 2000, specific people, nations and states have been defined as the ‘others’ 
of Turkish national self. The imaginings of the national self were specified through the 
construction and naming of “internal and external others.” The “internal others” of the 
nation were the people who were portrayed as and blamed for being indolent, coward, 
ignorant, and/or backward-minded. These people, though a part of the nation, were 
regarded as outcasts, degenerates, and/or traitors. They were stigmatized as the enemies 
of the society, nation and state. The “external others” of national identity were the 
people or states with connections or claims to the territories that the national historical 
narrative focuses; these people and states were presented as the enemies of the Turkish 
states and people. 
In the textbooks of the late 1920s, the sultans of the late Ottoman times (portrayed 
as cowards, degenerates, traitors, insane, and/or ignorant people lost in the pleasures of 
life) were presented among the internal others. These characteristics were in fact the 
opposite of the presented national characteristics. In the primary school textbooks 
written after the official formulation of the Turkish History Thesis, not only the sultans 
of the late Ottoman times, but in fact “the Ottoman” was regarded as the nation’s 
‘other’. This repudiation of the immediate past was possible through the re-writing of 
history with the Turkish History Thesis, which reinvented historical continuity along 
different lines; by creating an ethnic past. İstibdat, despotism, was used to define the 
regime of the Ottoman Empire, which was presented as the ‘other’ of the Republican 
regime. The nationalist narrative argued that the whole nation had been suppressed and 
kept ignorant by the Ottoman rule. In these textbooks, another widely referred group of 
internal others consisted of the people who were referred to as “backward minded” and 
“ignorant.” These people were not ignorant in a naïve way; they were the ones who 
stuck to the old ways of doing things, and try to poison the nation. A differentiation 
between the backward-minded and the progressive-minded people were introduced into 
the textbooks - the latter defining the “nationalists”, who wanted to “modernize” the 
state.  
The states having claims over the territories on which the national historical 
narrative focused were presented as the external others of the nation. The external 
others differed according to the narrative of national history; however, some people and 
states, such as the Greeks, were specifically stressed and underlined with a continuing 
emphasis throughout all the years under survey as the nation’s paramount ‘other’. 
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Turkish identity was constituted as a masculine identity in opposition to a feminized 
Greek one. The historical narrative of the textbooks also continuously underlined other 
external others and enemies besides the Greeks: the Armenians, British, French, and 
Italians.  
The textbooks written after the formulation of the Turkish History Thesis 
presented the Byzantine Empire as a historical external other and enemy. This was 
because the Byzantine Empire’s historical presence in Anatolia contradicted the 
argument about Anatolia being an ancient and genuine Turkish homeland. The Empire 
was presented as a source of the false consciousness that some people living in Anatolia 
had acquired. According to this argument, through various deceitful acts, such as 
converting Turks to Christianity, and changing their language, the Byzantine state tried 
to get the people living in Anatolia to forget their Turkishness. Even though Christianity 
was presented as an element depriving Turks of their national consciousness, no such 
argument was made with respect to the conversion of ancient Turks to Islam. 
The presentation of the European states as the external others, and enemies of the 
nation points to a hostility towards the West. However, this hostility was at the same 
time accompanied by an acceptance of dominance of the West. Ultimately aiming at the 
consolidation and preservation of the state, reaching the level of contemporary 
civilization was set as one of the main targets of nationalism. The Turkish History 
Thesis of the 1930s presented civilization as belonging originally to the Turkish nation, 
and introduced the concerns of Western modernity such as progress and productiveness 
as the national characteristics of Turks. It can be regarded as a response to the paradox 
that had been aroused in the nationalist project due to the embracement of whole scale 
Westernization. History was reconfigured according to the Thesis in order to not only 
settle the dichotomy between modernization and authenticity, but also to serve 
modernization. What was modern was not Western but indeed authentic, and thus 
national. This ethnic rewriting of history at the same time points to the overarching 
importance of modernization cum Westernization. 
The specified internal and external others of the national self changed in the 
textbooks published in the late 1970s. A positive affirmative emphasis was placed on 
“the Ottoman;” as such, it was no longer presented as the internal other of the nation. 
The restoration and glorification of the Ottoman era excluded the last centuries of the 
Empire. The sultans of the late Ottoman times, and the people and groups referred to as 
backward minded and ignorant continued to be regarded as the internal others of the 
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nation. The textbooks of the following years stick to the same lines; however, in the 
1990s, in line with the growing ethnic emphasis, the sultans of the late Ottoman times, 
other than being referred as traitors, cowards, and degenerates, were charged only with 
not abiding by the aims of their ancestors, i.e., the glorious sultans of former eras of 
imperial splendor. 
Another difference in the textbooks published in the late 1970s was that an 
additional group of internal others was introduced: traitors who had collaborated with 
the external enemies. These internal enemies and traitors were signified as the “local 
Rums” and the “local Armenians.” Although there was mention of such collaboration in 
the earlier textbooks, such groups of people were not specifically named as historical 
internal enemies. The concept of minority was introduced to the discourse of the 
textbooks in the 1990s, and signified as referring to the internal others of the nation. It 
was used to refer to specific groups of internal others, namely the “local Rums” and the 
“local Armenians,” and as such, it had a negative connation. Similar to the prior era, the 
Christian millets of the Empire, the Rums and Armenians, were stigmatized as the 
collaborators of the foreign enemy states. However, as different from the earlier 
textbooks, the textbooks of these years used the term minorities to refer to these 
Christian millets of the Empire, thus providing a connection between the concept of 
minority and the act of treason. Meanwhile, the ethnically non-Turkish Muslim groups 
such as Kurds, Circassians, the Abkhaz, and the Laz were Turkified discursively by 
their omission from the textbooks. Throughout all these years, they were never 
mentioned in the textbooks, and basically treated as non-existing. 
The textbooks of the 1970s and the following years continued to present both the 
Greeks and the Armenians as external enemies. The internal and external Armenian 
others, as well as the local and external Greeks, were regarded as inherently linked to 
one another. Unlike the specific emphases on the Greeks and Armenians, the national 
historical narrative both continued to use the general term “enemies” to refer to various 
European peoples and states, and to acknowledge and name them explicitly. 
The analysis of the textbooks used in Turkey from 1928 to 2000 with respect to 
the modernization discourses highlighted the ‘civilized’ character of the imagined 
national self, and portrayed this ‘civility’ mainly via appearances. In addition, the 
Western European inspired appearances, practices, values and norms were defined as 
signifying ‘civility.’ In the textbooks of the late 1920s, 30s and 40s, middle-class 
images and behavior codes were emphasized as designating the ideal citizens, as men 
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and women, of the new nation-state. These ideal middle-class men and women were 
portrayed especially in the illustrations in textbooks with the goal of displaying 
‘civility’ as a prime motive. Men were defined primarily as enlightened and 
economically productive fathers, made the head of the family and empowered as the 
primary citizens of the new nation-state. Women, both, empowered and restricted 
through the practice of domesticity, were set as only secondary to men, defined as 
civilized subjects as long as they became scientifically-oriented and skilled mother-
housewives. This analysis of the discourses of the modern with respect to gender 
uncovers the specifics of the national order; the imaginings of the national self were 
undertaken with the aim of the ultimate realization of a nation-state in the image of the 
West, a goal which inherently entailed disciplinary processes. 
However, as seen in the textbooks, both men and women counterparts of the 
national self were imagined with much less empowering possibilities than in the 
Western examples. The nation-formation processes further restrained the empowering 
aspects of modernization. In all the textbooks analyzed, the modernization endeavors 
were, besides being restrained to disciplinary acts, also constrained in relation to the 
nation and the family (the latter being treated as the micro-cosmos of the former, the 
nation) due to the concerns of nation-building processes. People were treated primarily 
as nationals rather than individuals, and embedded with gratefulness, obedience, and 
sacrifice towards greater beings, defined as family, nation, homeland, and state. The 
ideal men ended up as the primary civilized citizens, and bound actors in the sphere of 
the family, and objects in the sphere of the nation-state. They were to be selfless and 
heroic with respect to the family and the nation-state, and grateful and obedient towards 
the nation-state --ready to perform whatever was asked from them. For women, 
gratefulness, obedience and sacrifice were directed both to the family and the nation-
state. As domesticity was coupled with the pre-eminence of the community, women 
became even further subordinated. 
In the textbooks of the late 1920s, 30s and 40s, portrayals of different groups of 
people can also be found besides the emphases on the middle-class norms, behavior and 
appearances. The other visible men were usually personified as workers, artisans, and 
farmers/peasants. These men were not necessarily well-educated; what was stressed was 
being a hardworking economic actor, and embracement of the same values, norms and 
behaviors held and exhibited by middle class men. References to national myths and 
origins were also evident in some of these personifications; such as the widely used 
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figures of the blacksmith, and the warrior. Besides the middle-class woman, who was 
the cultural-ideal female, other women, urban women of lower status and rural women, 
were also presented in the textbooks.  
The textbooks of these years presented motherhood as the primary signifier of 
womanhood. Housework was considered effort necessary for the well-being of the 
people living in the house, and a natural part of motherhood. Doing housework was 
presented as the new ideal woman’s duty, and it was differentiated from the “real 
work,” the latter being undertaken by men in the public sphere. This differentiation 
advocated the ideology of separate spheres, and an attempt was made to create a 
division of labor based on gender as the foundation of the new social order.  
The analysis of the discourses of the modern with respect to gender uncovers the 
specifics of the ideology of nationalism presented through the textbooks, as well as the 
specifics of the national order. As already discussed with respect to the analysis of the 
ethnic and civic elements of the ideology of nationalism in the textbooks used in 
Turkey, the duties of the citizen were defined as the military service, working and 
paying taxes. The formulation of military service as the fundamental duty of the 
nationals made the situation of women problematic. However, women were constructed 
as second class citizens primarily, but not only, with respect to the duty of military 
service. As seen in this analysis of the textbooks, it was men who were given the duty of 
military service, working, and paying taxes, while women were to indirectly undertake 
these citizenship duties, through motherhood and housewifery – these including child 
rearing (enabling the reproduction and socialization of the future citizens), and doing 
housework (enabling the necessary recreation of men in the private space).   
In the textbooks published in the aftermath of the Second World War, the 
definition of the civilized subjects of the Republic, and their bound and constrained 
nature did not change. The modernization discourses of the prior periods were embraced 
albeit with small changes. The efforts of Westernization with its emphasis on middle 
class values continued, despite the limited introduction of Islamic symbolism and 
wording. Men were still presented as the primary civilized subjects of the family, and 
thus primary citizens of the nation-state. However, they were at the same time 
constrained with the family and treated as the objects of the nation-state. Women were 
set secondary to men through the practice of domesticity, and subordinated to the family 
and the nation. The priority of motherhood remained constant. Women’s appearances 
became more plain and modest, and they were thought as not necessarily scientifically-
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oriented but as skilled mother-housewives. The textbooks of the 1970s and the 
following years changed this picture incrementally. A change, albeit small, compared to 
the prior periods was the acknowledgment that women could have jobs and professions. 
Yet this was not regarded as the norm; their work as always was marginalized as 
“support.” The primary duties of women were still defined as child-rearing and doing 
housework.  
In the textbooks published after 1980, the cultural ideal no longer referred to 
middle class appearances. The status, class and external appearances of the 
representations of both men and women varied. The men presented in the textbooks 
referred to a much wider spectrum. Women were now more visible and at times became 
primary actors. Their work in the public sphere was openly and widely acknowledged. 
But they were still portrayed primarily as mothers and housewives. They were in fact 
placed under the double burden of working both outside and, at the same time, inside 
the house. Although there were some alterations in the division of labor in these years, 
the gender roles remained the same in the textbooks of these years, as did the 
constrained nature of the imagined men and women. 
The analysis of the textbooks used in Turkey from 1928 to 2000 from the angle of 
militarism highlighted the militarized dimension of the nation-building process, and the 
imagining of a militarized national self complementing the nationalization and 
modernization processes in Turkey. Although the intricate linkages between these 
processes are hardly unique to the Turkish case, they employed some particular 
characteristics that have led to some rather distinctive outcomes. These include, for 
example, the persistent imagining of the nation as the “military-nation” with warrior-
protector citizens, and constructing military service as a cultural practice, as well as the 
perpetual transgressing of the line between the civilian and military spheres.  
In all the textbooks analyzed, war was regarded as a constant in life. In addition to 
this social Darwinian view of life, a Schmittian understanding of politics also dominated 
the textbooks. War was conceived not only as unavoidable, but as the extreme 
realization of the political. History was reduced to a narrative of wars between states. 
War-making was regarded as the main element of civilization. A cult of national 
security and defense was constructed through utilizing the discourse on enemies.  
The textbooks published in the late 1920s underlined the existence of enemies and 
threat emanating from them as “wisdom” gained through history, mainly through 
utilizing the narratives of the War of Independence. With the new official account of 
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national history defined along the Turkish History Thesis, being surrounded by enemies 
and being at war with the neighbors were naturalized by referring to the ancient Turks, 
as well as to the other periods of Turkish history. As nationalism was defined along the 
lines of defense, the necessity of a strong military formed by the very nation itself was 
explained in the textbooks through the narratives of the War of Independence, and 
Turks being surrounded by enemies throughout history. Men were integrated into the 
cult of defense as the masculine protector, and were asked to heroically sacrifice their 
lives in the name of defending their families, nation, land, and state. 
In the textbooks of the late 1920s, compulsory military service was legitimized 
first and foremost through the discourse of defense, and presented as a requirement of 
citizenship and modernity. Warring for the viability of the homeland, nation, and state 
was demanded from men by recourse to the primacy of war and the necessity of 
defense. As defense was equated to warring, in a world where wars were regarded 
inevitable, defense of the homeland and the nation through the use of coercive practices, 
armed struggle, and/or fighting became crucial and imperative. Attempts were also 
made to institute affinity and love for soldiering. As already underlined with respect to 
the analyses of the ideology of nationalism and modernization, women’s relationship to 
military service consisted of the indirect fulfillment of this citizenship duty, and it was 
defined along the lines of bearing soldier sons, making sacrifices, unifying the nation-
state, serving the soldiers; a role which made them into second class citizens. 
The textbooks published after the official introduction of the Turkish History 
Thesis presented warriorship as the prime attribute of the national character, and 
introduced the imaginings of the national self as a military one. These textbooks 
signified the warrior as the main actor spreading the civilization. The narratives of the 
wars of the ancestors added a historical continuity to the warrior identity of Turks, and 
signified it as an ethno-cultural characteristic. The warrior spirit was presented as the 
source of the soldierly virtues of Turks, while military service was regarded as the 
natural outgrowth of this spirit and virtues. References to the military service as a civic 
duty existed in the textbooks side by side references to the military service as a cultural 
practice. As now argued in the textbooks, every Turk was a “born” soldier, and 
soldiering was the first and foremost accomplishment of Turks throughout history. 
Soldiering was set in the textbooks of the mid-1930s and the following years as the 
basic ethno-cultural characteristic of the nation. The discourse on warriorship and the 
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ethno-cultural soldierly virtues made the situation of women more problematic; through 
such discourses women were denied real membership to the nation. 
In the textbooks of the mid 1930s, sacrificing lives in the protection of the 
homeland became a highlighted theme with recourse to the primordial ancestors. 
Besides warrior virtues, martyrdom was also glorified, and presented as the highest 
eternal status one can ever reach. Blood and shedding of blood became frequently used 
imageries. The discourse of military-nation became a hegemonic one in the textbooks of 
the mid-1930s mainly because of the widely used discourses on ethno-cultural soldierly 
virtues, enemies and the necessity of defense, as well as the glorification of war-
making, and dying and killing in the name of the homeland and nation. 
In the textbooks of the late-1940s and the following years, references to raids and 
Turkish warriors, as the main element of nation’s history and glory, existed side by side 
the arguments on democracy and peace. The discourse of military-nation continued to 
be a hegemonic one, along with the extolling of dying and killing in the name of the 
homeland and nation. The imagined military national identity was reinforced with the 
Turkish-Islamic Synthesis of the 1970s, and continued to be highlighted thereafter. The 
synthesis emphasized the continuity of warrior virtues and warrior spirit through 
history, and also coupled it with the Islamic cultural motifs. In the textbooks of the late 
1970s and thereafter, Turks were presented as the soldiers of the Islamic civilization, 
protecting and diffusing the civilization through raids, wars. This new ideology placed 
more emphasis on raids and wars, and paid only lip service to the notion of civilization. 
Especially with respect to the parts on Ottoman history, wars came to define the 
political. 
In the 1980s, the stress on enemy discourse steadily increased as “threat” was 
introduced as a subject matter to be studied into the textbooks. The militarization of 
education escalated through the discourse of threat. The discourse was restructured in 
the mid 1990s as “internal and external threats;” these threats were not openly defined 
but their existence was linked to the geopolitics and the general discourse on enemies, 
i.e., Turks and Turkey having enemies throughout history. 
As seen above, this analysis of the textbooks used in Turkey from 1928 to 2000 
provides insights into the specifics of the ideology of nationalism and the modernization 
discourses that have been presented through the textbooks, and points to the intricate 
linkages between them. The analysis uncovers the particulars of the imaginings of the 
national self as being simultaneously civic and ethnic, delimited along constructed 
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‘others’ and enemies, civilized (referring to middle-class based), and constrained by 
gratefulness-obedience-sacrifice. When coupled with the analysis of the textbooks from 
the perspective of militarism, the research highlights the militarized dimension of the 
nation-building process, as well as the imagined militarized component of the national 
self, and underlines the gendered nature of the national order. In sum, the analysis 
highlights the dependencies between the discourses of nationalism, modernization, and 
militarism in the imaginings of the national self, and the limitations brought upon the 
individuals by them in Turkey. 
The focuses of this study, as well as the range of its findings is much broader and 
varied than most of the other studies conducted on textbooks in Turkey. On the other 
hand, some of its findings are similar and back the findings of other studies. 
Nevertheless, not all of the findings concur with previous studies. Although the findings 
of this dissertation signifies the emphasis on the notion of territory, as different from 
Antoniou and Soysal’s study on the history textbooks used in the lower secondary 
school education in Greece and Turkey, this analysis also  points to various other 
emphases besides territory (e.g., Republican morality, duties, national character, ethnic 
origins, primordial ancestors, culture, internal and external others, ‘civility’, 
warriorship, soldiering, and enemies) as defining the imaginings of the Turkish national 
self. Thus the constructions of national identity in the textbooks are not necessarily only 
political as they have argued, but are at the same time ethnic, with differing emphases 
depending the time period under consideration. 
Copeaux’s study on the official Turkish historiography as presented in the history 
textbooks used in Turkey in the primary and secondary schools between the years 1931 
and 1993 has shown that the Turkish-Islamic synthesis became the dominant discourse 
of the textbooks in the mid 1980s. Copeaux has argued that this synthesis did not totally 
refute the Kemalist historiography, and embraced its ethnic emphasis. Depending on the 
findings of this study, I also argue that the synthesis indeed embraced the ethnic 
emphasis of the Kemalist historiography. However, complementing this argument, 
depending on the analysis presented here, I further argue that the synthesis added a new 
emphasis to the ethnic elements. The findings of this dissertation have also shown that 
the synthesis lessened the emphasis on Western modernity (which was a part of 
Kemalist historiography), and became the source of escalating militarization as well as 
the increasing ethnic emphasis in the textbooks from the late 1970s onwards. This new 
discourse placed much more emphasis on raids and wars, and emphasized the continuity 
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of warrior virtues and warrior spirit through history, inextricably merging them with the 
Islamic cultural motifs, which, in turn, reinforced the imagined military national 
identity. 
Üstel, in her study on the civic textbooks used in the primary and secondary 
schools in Turkey, has argued that the citizen was re-invented with both an emphasis on 
sacrificing lives for the homeland, and a focus on ethnic/cultural factors in the aftermath 
of the Balkan Wars (1912-1913). These changes were carried into the early Republican 
times, and were included in the textbooks until the 1950s. The positive changes that 
occurred in the 1950s were reversed in the 1980s, and citizenship was again defined as a 
statist militant citizenship. However, the findings of this dissertation show that there 
were also civic factors that define the national self in the textbooks all these years. 
Ethno-cultural factors came to dominate the discourse of the textbooks only in the mid 
1930s, with the official introduction of the Turkish History Thesis to the textbooks. The 
findings of this analysis also show that sacrificing lives for the homeland was presented 
as “an ethno-cultural characteristic” with the textbooks of the mid-1930s, and continued 
to be treated so thereafter. There was a reduced emphasis on the ethno-cultural axis of 
national identity from the late-1940s onwards; however, the ethnic emphasis started to 
increase once again in the 1970, reaching its highest point in the 1990s. As it is seen in 
this analysis, not only until the 1950s but throughout all the periods under consideration, 
people were treated primarily as nationals rather than individuals who were supposed to 
internalize gratefulness, obedience, and sacrifice towards greater goods (defined as 
family, nation, homeland, and state). 
With respect to Helvacıoğlu’s study on gender discrimination in the primary and 
secondary school textbooks used in Turkey between 1928 and 1995, the results of this 
dissertation indeed largely refutes her arguments about gender roles and gender equality 
in the early Republican era. The findings presented here show that from the early years 
of the Republic onwards, while men were defined in the textbooks primarily as 
enlightened and economically productive fathers, as the head of the family, and 
empowered as the primary citizens of the new nation-state, women were both 
empowered and restricted through the practice of domesticity, put in a subordinate 
position vis-à-vis men, and were characterized as civilized subjects as long as they 
became scientifically-oriented and skilled mother-housewives. As domesticity was 
coupled with the pre-eminence of the nation and family as its micro-cosmos, women 
became even further subordinated. Furthermore, dominance of the ethnic axis of the 
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imaginings of the national self, and the concomitant conceptualization of the nation as a 
military nation denied woman real membership in the nation. What changed 
increasingly beginning in the late- 1940s were mainly the appearances of women, their 
fashionable middle-class looks, rather than their “free” status. Helvacıoğlu’s point about 
women being presented as limited to the private sphere, and constrained by the family 
from the 1950s onwards is indeed refuted by the findings of this study. However, it can 
be argued that beginning in 1970s, despite the increasing presentations of women in the 
public sphere, and the acknowledgement of women with professions and jobs in 
textbooks, both women and men were increasingly placed under great pressure, mainly 
due to the escalating ethnic and militarist emphases. 
Altınay, in her study on military service and militarism in Turkey, has argued that 
military service from the 1930s onwards was constructed as a cultural practice. 
However, as seen here, the references to military service as a duty of citizenship - a duty 
set in relation to the state, together with references to military service as a cultural 
practice, continued to be appear in textbooks in the 1930s and thereafter. The shift that 
Altınay underlines in the discourse of the 1998 national security textbook (resulting in 
an emphasis on Atatürk’s principles, and strategic analysis of national, regional, and 
world politics) can be observed in the primary school textbooks published subsequent to 
the revision, with the reintroduction of the “subjects pertaining to Atatürkism” to the 
curriculum and textbooks in 1995. In fact, this analysis has shown that, in the 1980s, all 
the primary school textbooks were introduced with “Atatürkism and its elements.” With 
the revision, and reintroduction of these the subjects in 1995, appropriate behavior that 
the children should display was presented in detail. The students were now expected to 
“think,” “talk,” “act,” and “feel” in the ways presented. Another element of this 1998 
shift, the idea of “games being played on Turkey,” was also available in the primary 
school textbooks since the mid-1980s. This argument was in fact the explanation given 
to the existence of threat, a subject matter introduced to the textbooks in these years. It 
was tied to the geopolitical significance of Turkey and to the argument that no country 
in the world (especially the neighboring countries) wants Turkey to be a strong country. 
Although the elements that resulted in the discursive shift of the 1998 national security 
textbook were available in the primary school textbooks analyzed here, unlike this 
national security textbook, neither the primary school textbooks of the 1980s nor the 
textbooks of the following years undertook a discussion and analysis of national, 
regional and world politics. The parallelisms between the discourses of the national 
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security textbooks and the primary school textbooks indeed require detailed attention, 
since they point to an extended militarization of the educational discourses and sites. 
This dissertation provides a background for understanding the present. The last 
several years in Turkey have been subject to attempts at textbook reform, 
democratization, and the European Union integration processes. Yet the country has 
faced challenges in realizing these processes due to various reasons such as the strong 
state tradition which undermines the individual, the formation of national identity with 
persisting ethnic dimensions that is highly apprehensive of difference and pluralism, 
and the radical rise of a banal nationalism. This reserach is important due to these 
contextual factors. It uncovers the interlinked usage of the discourses of nationalism, 
modernization and militarism in the imaginings of the national self through their 
reflections in the textbooks, and it gives insights with respect to the (re)constructions of 
identities. To be able to ensure the future, the past needs to be addressed. This study 
provides not only a critique of modern education in Turkey, but a critique of the 
political and social order. Future research may help to undo these dependencies, as well 
as to bring about the necessary changes in the area of education that will give priority to 
the individual. Moreover, it might help to reduce the discord existing at the national and 
transnational levels, to situate the national identity within a transnational context, and to 
demilitarize the national self, the site of education and everyday lives. 
Recently, there have been some liberal changes in the area of education and in the 
structure and discourses of the textbooks (excluding the national security studies 
textbooks). Although these changes have not necessarily been sweeping, they do, 
nevertheless, seem to prioritize the individual rather than the state. Yet the dynamics of 
these changes need to be analyzed in more detail, not only for the improvement of these 
changes but also to ensure that they are not simply transitional but rather long lasting. 
Research focusing on the primary school textbooks published between 2000-2008 with 
respect to the discourses of nationalism, modernization and militarism, as a continuation 
of this research on the textbooks used between 1928 and 2000 can highlight the changes 
in the definition and presentation of the national self that has been continually 
(re)imagined, and inculcated through education in Turkey. Analysis of the secondary 
school textbooks with respect to the discourses of nationalism, modernization and 
militarism can provide further insights on the specificities and the boundaries of the 
national self that has been continually (re)imagined, and inculcated through education in 
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Turkey; it will uncover the continuities between these imaginings at the higher levels of 
education. 
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